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Most basal textbooks used in elementary school advocate 
d irec ted  reading in s p i te  o f the f a c t  th a t  few s tu d ie s  y ie ld  in fo r ­
mation on the  usefu lness  of d irec ted  reading in the  elementary school. 
A g rea t  amount of time and e f f o r t  is  spent designing basal te x ts  with 
purpose-se tting  questions and motivational comments to  be used by the 
teacher before s tuden ts  read the s to ry .  These questions and remarks 
are designed to  help the s tudents grasp the general content of what 
i s  being read . H arris  makes the following comment in the te a c h e r 's  
manual about them;
The Guide w ill  p resen t purpose-setting  questions fo r  each 
s e le c t io n .  The answers are to  be handled o ra l ly  in d iscus­
sion . Appropriate answers and suggestions f o r  d iscussion are 
a lso  provided in the Guide. The purpose-se tting  questions 
give the ch ild  a d ire c t io n  as he reads the s e le c t io n .  They 
are designed to  help him grasp the general content of what he 
is  reading as well as to  a l e r t  him to the f a c t  th a t  there  a re  
various purposes fo r  read in g .1
An in v es t ig a t io n  of manuals of o ther publishing companies 
reveals suggestions fo r  teachers to  use p r io r  to  having the s tudents
1Albert J .  H arr is ,  Teacher's Annotated Edition and Guide to  
Accompany In to  New Worlds (New York: The Macmillan Company, 1970), 
p. 37.
1
2read each s to ry .  Though some do not have s p e c i f ic  questions they use 
comments to  accomplish the d ire c t io n .  Weiss and Hunt s ta te d ,  "Back­
ground information is  given and in te re s t s  are  stim ulated  before s i l e n t
2
reading i s  assigned."
The assumption th a t  th is  d ire c t io n  before the s to ry  helps the 
s tudents  i s  made by most, i f  not a l l  authors of basal te x ts .  Yet, 
when Goudey^ used 300 fourth-graders  in a study d ire c t in g  the reading 
of the  experimental groups and not d ire c t in g  the reading of the con­
t ro l  groups on one s to ry ,  h is  re s u l t s  were those reading under 
nondirected cond it ions ,  scored s ig n i f ic a n t ly  b e t te r  than those under 
d irec ted  conditions.
Not only have those w riting m aterial made th is  assumption, 
but i t  i s  s tre s se d  in professional textbooks. Teachers in t ra in in g  
are  to ld  t h i s  i s  the way to  approach a se le c t io n  which re su l ts  in much 
time being spent using th i s  approach. Yet, Goudey's study indicated 
th a t  presenting questions before a se le c t io n  i s  read slows the p u p ils ' 
reading without increasing his comprehension.
One of the most recen t books fo r  those preparing to  be
teachers  makes the type assumption th a t  you f in d  in most;
Comprehension of the se lec tio n  may be fu r th e r  increased by 
assuring th a t  the children have s u f f ic ie n t  background, vocabu­
la ry  p repara tion , and motivation before they begin to  read.
Many teachers  f ind  th a t  c h i ld re n 's  understanding of assigned
^Bernard Weiss and Lyman C. Hunt, Teacher's  Edition Take Off 
With Books (New York: Holt, Rinehart, and Winston, I n c . ,  1973), p. 5.
^Charles E. Goudey, "Reading-Directed or Not." Elementary 
School Jo u rn a l , LXX, No. 5 (1970), 245.
reading se le c t io n s  can be increased by following these four 
in s t ru c t io n a l  s tep s ;  . . .
3. Provide sp e c i f ic  purpose o r m otivations fo r  reading the  
s e le c t io n .4
This study investiga ted  an assumption th a t  has ra re ly  been 
challenged. Should th is  study c a s t  se r io u s  doubt on the value o f the 
d ire c t io n  before reading a s e le c t io n ,  adjustments in teaching method 
might be in order.
Statement o f  the Problem
The problem was to  determine i f  there  were s ig n i f ic a n t  d i f f e r ­
ences in the comprehension scores o f s ix th -g rad ers  who were taught 
using oral d i re c te d ,  w ritten  d i r e c te d ,  and nondirected approaches to  
basal te x t  s to r i e s .  I t  was a lso  determined i f  the sex or home school 
of the  s tuden t influenced the e f fe c t iv e n e ss  of these approaches. The 
primary questions in vestiga ted  in  th e  p resen t study were as fo llow s.
(1) Does an oral d ire c ted  o r  w r i t te n  d irec ted  method of in t ro ­
ducing reading se le c t io n s  improve th e  s tu d e n ts '  reading comprehension 
more than a nondirected technique? (2) I f  so, does oral d ire c te d  
reading improve s tu d en ts ' reading comprehension more than w r i t te n  
d ire c ted  reading? (3) I f  d i f f e r e n t  methods of introducing basal te x t  
s to r ie s  vary in t h e i r  degree of e f fe c t iv e n e ss  with s ix th -g rade  s tu ­
d e n ts ,  does the e ffec tiveness  vary as i t  i s  used in d i f f e r e n t  schools? 
(4) Are there  d iffe ren ces  in reading comprehension taught by the 
th ree  teaching techniques fo r  the male and female students?
4prank B. May, To Help Children Read, Mastery Performance 
Modules fo r  Teachers in Training (Columbus, Ohio: Charles E. Merri11,
1973), p. 224.
4Purpose of the Study 
The purpose of the  study was to  determine the  e f fe c ts  o f  
th ree  d i f f e r e n t  methods of introducing s to r i e s  in basal te x ts  on the 
reading comprehension s k i l l s  of elementary school s tu d en ts .  By com­
paring gains in reading comprehension s k i l l s  i t  was determined which 
of the  th re e  techn iques , i f  any, of in troducing  s to r ie s  was the  most 
e f f e c t iv e  during the time period involved and with the s ix th -g rad e  
s tuden ts  included in the  experiment. The study was conducted so th a t  
the r e s u l t s  might v e r i fy  or question the  value of d ire c t io n  before 
s to r i e s .
Hypothesis
In order to  be able to make d e f in i t i v e  statem ents and a r r iv e  
a t  defen s ib le  conclusions , i t  was necessary to  s t a t e  and s t a t i s t i c a l l y  
t e s t  a nu ll  hypothesis . The general null hypothesis te s te d  was as 
follows;
There are no s t a t i s t i c a l l y  s ig n i f ic a n t  d if fe ren ces  among the  
p o s t te s t  scores from the  reading comprehension su b te s t  o f  the 
Gates-MacGinitie Reading Test (Survey D: Form 2M) as recorded
fo r  both sexes of s ix th -grade s tudents  from four elementary 
schools in Putnam C ity ,  a f te r  they had been taught e i th e r  by 
oral d ire c ted  read ing , w ritten  d ire c te d  read ing , or nondirected 
reading.
The general null hypothesis s ta te d  above was reduced to  sev­
era l  sub-hypotheses as follows:
1. There i s  no s t a t i s t i c a l l y  s ig n i f i c a n t  d if fe ren ce  between p o s t­
t e s t  scores in reading comprehension of those s tudents  taught 
by oral d ire c te d  reading and s tuden ts  taught by w r itten  
d ire c ted  reading.
52. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between 
p o s t te s t  scores in reading comprehension of those s tudents  
taught by oral d irec ted  reading and students taugh t by non­
d ire c te d  reading.
3. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d if fe ren ce  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
taught by nondirected reading and s tudents  taught by w ri t ten  
d ire c te d  reading.
4. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between pos t­
t e s t  scores in reading comprehension of boys taught by oral 
d ire c te d  reading and g i r l s  taugh t by oral d ire c ted  reading.
5. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between pos t­
t e s t  scores in reading comprehension of boys taught by w ritten  
d ire c te d  reading and g i r l s  taught by v /ritten  d ire c te d  reading.
6. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between p o s t­
t e s t  scores in reading comprehension of boys taugh t by . 
nondirected reading and g i r l s  taught by nondirected reading.
7. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between p o s t­
t e s t  scores in reading comprehension of those boys taught by 
ora l d irec ted  reading and boys taught by w r itten  d ire c te d  
reading.
8. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between pos t­
t e s t  scores in reading comprehension of those boys taught by 
nondirected reading and boys taught by w ritten  d ire c ted  
reading.
69. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d if fe ren ce  between pos t­
t e s t  scores in reading comprehension o f  those boys taught by 
oral d irec ted  reading and boys taught by nondirected reading.
10. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d if fe ren ce  between 
p o s t t e s t  scores in  reading comprehension o f  those g i r l s  taught 
by oral reading and g i r l s  taugh t by w ritten  d ire c te d  reading.
11. There is  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between pos t­
t e s t  scores in reading comprehension of those g i r l s  taught by 
ora l d irec ted  reading and g i r l s  taught by nondirected reading.
12. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between p o s t­
t e s t  scores in reading comprehension of those g i r l s  taught by 
nondirected reading and g i r l s  taught by w r i t te n  d ire c ted  . 
reading .
13. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between p o s t­
t e s t  scores in reading comprehension of those s tudents  of 
school A taught by oral d ire c te d  reading and students  of 
school B taught by oral d ire c te d  reading.
14. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between pos t­
t e s t  scores in reading comprehension of those s tuden ts  of 
school A taught by w r i t te n  d ire c te d  reading and s tuden ts  o f  
school B taught by w ritten  d ire c te d  reading.
15. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between p o s t­
t e s t  scores in reading comprehension of those s tuden ts  of 
school A taught by nondirected reading and students  of 
school B taught by nondirected reading.
716. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tudents  
o f school A taught by oral reading and s tudents of school C 
taught by oral d irec ted  reading.
17. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
of school A taught by w r itten  d irec ted  reading and s tuden ts  
of school C taught by w ri t ten  d irec ted  reading.
18. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe ren ce  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
of school A taught by nondirected reading and students  of 
school C taught by nondirected reading.
19. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tudents  
of school A taught by oral d irec ted  reading and s tuden ts  
of school D taught by oral d irec ted  reading.
20. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
of school A taught by w ri t ten  d irec ted  reading and s tuden ts  
of school D taught by w ri t ten  d irec ted  reading.
21. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
of school A taught by nondirected reading and s tudents  of 
school D taught by nondirected reading.
22. There i s  no s t a t i s t i c a l l y  s ig n if ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tuden ts
8of school B taught by oral d ire c te d  reading and students  of 
school C taught by oral d irec ted  reading.
23. There is  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tudents 
of  school B taught by w ritten  d ire c te d  reading and s tudents 
of school C taught by w ritten  d ire c te d  reading.
24. There is  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those students  
of school 3 taught by nondirected reading and students  of 
school C taught by nondirected reading .
25. There is  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those students  
o f school B taught by oral d ire c te d  reading and students  of 
school D taught by oral d ire c te d  reading.
26. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between 
p o s t te s t  scores in reading comprehension of those students  
of school B taught by w ritten  d ire c te d  reading and s tuden ts  
o f school D taught by w ritten  d ire c ted  reading.
27. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those s tudents 
o f  school B taught by nondirected reading and students of 
school D taught by nondirected reading.
28. There is  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe rence  between 
p o s t te s t  scores in reading comprehension of those students  
of school C taught by oral d ire c te d  reading and students of 
school C taught by oral d ire c te d  reading.
929. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between 
p o s t te s t  scores in reading comprehension o f  those s tuden ts  
o f  school C taught by w r i t te n  d irec ted  reading and s tuden ts  
of school D taugh t by w r i t te n  d ire c ted  reading.
30. There i s  no s t a t i s t i c a l l y  s ig n i f ic a n t  d iffe ren ce  between 
p o s t te s t  scores in reading comprehension of those s tuden ts  
of school C taught by nondirected reading and s tudents  of 
school D taught by nondirected reading.
D efin ition  of Terms 
There are several terms which have been o p era t io n a l ly  defined 
in order to  c la r i f y  any misconceptions and avoid m ultip le  i n t e r p r e ta ­
t io n s  in the n a r ra t iv e  of the study. The terms defined and t h e i r  
d e f in i t io n s  as they are  being used in the study are  as fo llow s:
1. Reading Comprehension/Reading Comprehension S k i l l s : The 
understanding of m a te r ia ls  read as measured by the comprehen­
sion su b tes t  of the Gates-MacGinitie Reading Test (Survey D: 
Forms IM and 2M).
2. Basal Reader/Basal Reading T e s t : In the study the basal
reader was the Keys to  Reading s e r ie s  published by the  Economy 
Company. Lavender Skywriters i s  the t i t l e  of the s ix th -g rad e  
book in th i s  s e r ie s .
3. Written Directed Reading (Method 1): A technique fo r  teaching 
reading whereby the teacher  wrote on a chalkboard or overhead 
p ro jec to r  the "purpose-se tting"  questions and made comments 
suggested by the  te a c h e r 's  manual immediately preceding the 
reading of a s e le c t io n  in th e  basal reading te x t .
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4. Oral Directed Reading (Method 2 ):  A technique fo r  teaching 
reading whereby the teacher  asked students  the "purpose-se tting” 
questions and made comments suggested by the te a c h e r 's  manual 
immediately preceding the reading of a se lec tio n  in the  basal 
reading te x t .
5. Nondirected Reading (Method 3 ) :  A technique fo r  teaching 
reading whereby the teacher  completely omitted the "purpose- 
se tt in g "  questions and comments suggested by the te a c h e r 's  
manual preceding each reading se le c t io n  in the basal reading 
t e x t .
Assumptions
1. The t e s t  scores obtained on the  Gates-MacGinitie Reading Test 
were v a lid  fo r  each of the  su b je c ts .
2. The sub jec ts  were re p re se n ta t iv e  of s ix th -g rade  s tuden ts  
a ttending the Putnam City Public Schools.
3. The "purpose-setting" questions and the comments suggested by 
the  te a c h e r 's  manual of Lavender Skywriters are re p re sen ta t iv e  
of d ire c t io n  given before reading s to r ie s  in basal t e x t s .
L im itations of the Study
1. The data co llec ted  were obtained from six th-grade s tudents  in 
an urban area a ttending  the  Putnam City Public Schools.
2. Only students  in the schools se lec ted  according to  the  c r i ­
t e r i a  es tab lish ed  were included in the study.
CHAPTER I I  
REVIEW OF THE LITERATURE
The purpose of t h i s  chapter i s  to  p resen t the views of read­
ing a u th o r i t ie s  and the f ind ings  of research th a t  concentrate  upon
giving d ire c t io n  before reading and i t s  e f f e c t  on the comprehension
of the m ate r ia l .  Sex d if fe ren ces  in reading are also  discussed  giving 
ju s t i f i c a t i o n  fo r  designing the  study to  compare boys and g i r l s  sep­
a ra te ly .
A b r ie f  d iscuss ion  o f the opinions of reading a u th o r i t i e s  i s  
given to  i l l u s t r a t e  the importance placed upon d ire c t in g  reading. 
Second, se lec ted  s tu d ies  in  which d ire c t in g  the  reading of s tuden ts  
has been used as the  major v a r ia b le  are c i te d .  Then s tu d ie s  r e la te d  
to  sex d iffe rences  in reading are presented.
Opinions of Reading A uthorities
Many a u th o r i t ie s  suggest th a t  d ire c t io n  be given before a s to ry  
i s  read. This d ire c t io n  may be in the form of a general motive ques­
t io n  or comment o r i t  may be in the form of sp e c if ic  purposes and 
questions . Such a u th o r i t ie s  as Dechant,^ R usse ll,^  and S tau ffe r^
1 Emerald V. Dechant, Improving the Teaching of Reading (2nd 
e d . ;  Englewood C l i f f s ,  N. J . :  F re n tic e -H a l l , I n c . ,  1970), pp. 401-02.
^David H. R usse ll ,  Children Learn to  Read (2nd e d . ;  Boston: 
Ginn and Co., 1961), p. 326.
^Russell G. S ta u f fe r ,  Teaching Reading as a Thinking Process 
(New York: Harper and Row, 1969), pp. 24-25.
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recommend th a t  purpose fo r  reading be e s ta b lish e d  p r io r  to  reading. 
B etts  re fe r re d  to  th i s  d ire c t io n  before reading as "mind s e t . "
Preparation or o r ie n ta tio n  fo r  a given s to ry  usually  means 
the immediate development of one study by stim ulating  i n t e r e s t ,  
d es ire  and enthusiasm. . . . Creating a mind-set fo r  the thought 
of the u n i t  i s  the f i r s t  task  of the teach e r .  . . . S k i l l fu l  
d ire c t io n  of t h i s  p a r t  of a d irec ted  reading a c t iv i ty  gives the  
group a mind-set and fee lin g  fo r  the s to ry .  Readiness fo r  com­
prehension, or understanding, should be the keystone of th i s  
part  o f  a d ire c ted  reading a c t i v i t y .4
In re fe r r in g  to  th i s  d ire c t io n  as a "readiness fo r  comprehen­
sion" Betts  points  out the importance he places on i t .  He and o thers 
fee l  th a t  questioning students  before they read a passage i s  very 
important fo r  s e t t in g  the purposes fo r  reading. Especially  those who 
advocate the  use o f a basal te x t  as a method of teaching reading pro­
pose giving d i re c t io n .  In advocating d ire c te d  reading Russell^ and 
SmithG s p e c i f ic a l ly  mention the inclusion  of questions as a necessary 
means fo r  s e t t in g  the  purposes fo r  reading and comprehension. In d i s ­
cussing the  basal te x t  approach Austin and Morrison s t a t e .
Although no two se r ie s  agree p e r fe c t ly  on the d e ta i l s  of 
methods, the  s im i la r i t i e s  f a r  outweigh the d if fe ren ces .  . . .
The f i r s t  reading of the se lec tio n  i s  usua lly  s tim ulated by 
questions which give the children purposes fo r  reading.?
There a re  those basal te x ts  which give the teacher a l i s t  of 
questions before the s to ry .  Others use background information to  aid
^Emmett A lbert B e t ts ,  Foundations of Reading In s tru c tio n  
(New York: Longmans, Green and Co., 1965), pp. 498-99.
^R ussell ,  Children Learn to Read, p. 153.
^Nila Banton Smith, Reading In s tru c t io n  fo r  Today's Children 
(Englewood C l i f f s :  P ren tice -H a ll ,  I n c . ,  1963), p. 268.
?Mary C. Austin and Coleman Morrison, The F i r s t  R: The 
Harvard Report on Reading in Elementary Schools (Cambridge: Harvard 
U niversity  P ress ,  1963), p. 54.
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in making the m ateria l more meaningful. S ta u ffe r  wrote th a t  " . . .  
purposes or questions or s e t  rep resen t the d ire c t io n a l  and motiva­
t io n a l  influences th a t  get a reader s ta r te d  keep him on course, and 
produce the vigor and potency and push to  carry  him through to  the 
e n d ."8
Spache and Spache based th e i r  statement on research in the 
area when they wrote, " . . .  attempting to  d i r e c t  c h i ld re n 's  reading 
to  improve comprehension by prereading questions does not have the 
expected r e s u l t s . Y e t ,  Heilman wrote, 'Studies in d ic a te  th a t  ques­
t io n s  th a t  are considered p r io r  to  the actual read ing , have a sa lu to ry  
e f f e c t  on both learning and r e t e n t i o n .
In d iscuss ing  "Axioms or fiyths in Reading In s tru c t io n "  M iller  
explored the idea th a t  a reader must be in te re s te d  in the m ateria l 
to  lea rn .  Since c rea ting  in t e r e s t  i s  involved in d ire c t in g  read ing , 
h is  comments are appropriate  to  th i s  d iscuss ion .
The second axiom s ta te s  th a t  the reader ( the  one reading) 
must be in te re s te d  and the m ateria l must be in te re s t in g  in order 
fo r  learning to  take p lace. Almost a l l  books in the teaching 
of reading have a section devoted to i n t e r e s t .  Some of the 
w r i te rs  s t a t e  th a t  the ch ild  w ill  not learn  to  read unless he 
is  in te re s te d  in the reading a r t  and the m ateria l used fo r  in ­
s tru c t io n  i s  in te re s t in g  to  him. Thorndike!! suggests th a t
^ S tau ffe r ,  Teaching Reading as a Thinking P rocess , p. 24.
^George D. Spache and Evelyn B. Spache, Reading in the  Ele­
mentary School (Boston: Allyn and Bacon, I n c . ,  1969), p. 468.
!OArthur W. Heilman, P rin c ip les  and P rac tices  of Teaching 
Reading (3rd e d . ;  Columbus: Charles E. M errill Publishing Co., 1972), 
p. 498.
! ! Edward L. Thorndike, The Psychology of Wants, I n te r e s t s ,  and 
A b i l i t i e s  (New York: Appleton-Century, 1935), c i te d  by Wallace D. 
M il le r ,  "Axioms or Myths," Reading Improvement, X, No. 1 (1973), 41.
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i n te r e s t s  "have g rea t  potency in  d ire c t in g  the course o f ideas 
and a r t s ,  thought and action occur la rg e ly  in the se rv ice  of 
wants, i n t e r e s t s ,  and a t t i tu d e s  and are  s tim ulated and guided 
by them." Russell 12 points out th a t  "the reading program Is  
one of the bes t ways of changing many p o ten tia l  i n t e r e s t s  to  
a c t iv e  ones and of developing new and broader i n t e r e s t s . "
Other experts  believe th a t  s ince  in te r e s t s  are developed or 
learned they do not play an important ro le  in the c h i ld 's  le a rn ­
ing to  read. R u d m a n l S  claims the  av a ilab le  data on in t e r e s t  
s tu d ies  lead to  one conclusion: " in te re s t s  are lea rned ."  Since
we are only in te re s te d  in the  th ings we have experienced, we 
cannot possib ly  be in te re s te d  in reading about th ings ou tside  
our f i e ld  of c u r io s i ty .  Rudman s ta te s  fu r th e r  th a t  "we may be 
curious about a phenomenon, but we never develop an i n t e r e s t  in 
anything u n t i l  we f i r s t  learn  about i t  through our c u r io s i ty ."
At l e a s t  one reading expert Karl i n i 4 contends th a t  in learn ing  
to  read the  m aterial used i s  only a veh ic le  and i t  m atters  l i t t l e  
whether or not the student i s  in te re s te d  in the m ateria l per se .
To K arlin , the important th ing  is  a sound program of i n s t r u c t i o n .15
This gives us some in d ica t io n  th a t  the  usefulness of d i re c t io n  
before reading i s  not u n iv e rsa l .  However, i t  i s  well enough accepted 
th a t  we see d i f f e r e n t  th e o re t ic a l  approaches used to  explain why com­
prehension is  increased by d i re c t io n .
Ausubel r e fe r s  to  the information given to  d i r e c t  reading as 
"advance o rgan izers" . According to  h is  theory of le a rn in g ,  the func­
tio n  of an advance organizer i s  to  aid  in causing new m aterial presented 
to  be meaningful and re levan t to  s tu d en ts .  Ausubel defines advance
l^David H. R usse ll,  Children Learn to  Read (New York: Ginn
and Co., 1961),c i te d  by M ille r ,  "Axioms or Myths."
l^Herbert C. Rudman, "What We Know About C h ild ren 's  Reading 
I n te r e s t s , "  Reading in Action, ed. by Nancy Larrick (New York: Scho­
l a s t i c  Magazines, 1957), pp. 23-25, c i te d  by M ille r ,  "Axioms or Myths."
1^Robert K arlin , Teaching Reading (Carbondale: Unpublished
Paper, 1964), c i ted  by M ille r ,  "Axioms or Myths."
TSwallace D. M ille r ,  "Axioms or Myths," Reading Improvement,
X, No. 1 (1973), 41.
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organizers as "d e l ib e ra te ly  prepared se ts  of ideas which are presented 
to  the lea rn e r  in advance of the  body of (meaningful) m ateria l  to  be 
learned , in  order to  insure t h a t  re le v a n tly  anchoring ideas w ill be 
a v a i l a b l e . "16 unlike o ther  th e o r ie s ,  Ausubel's does no t r e ly  on mo­
t iv a t io n a l  f a c to rs  to  enhance lea rn in g . I t  provides a bridge between 
what the  reader already knows and what he is  about to  le a rn .  I t  pro­
vides a framework fo r  what i s  to  come and prepares the  le a rn e r  fo r  
the important po in ts  presented. He points  out th a t  these  advance o r ­
ganizers must be w r itten  on "a higher level of a b s tr a c t io n ,  
inc lu s iv en ess ,  and g e n e ra l i ty  than the new m a te r ia l . "1? They a lso  
must be "formulated in terms o f  language, concepts, and prepositions  
a lready fa m il ia r  to  the l e a r n e r . "18
Ausubel would say th a t  p o te n t ia l ly  meaningful m ateria l i s  
learned when i t  en te rs  the cogn itive  s t r u c tu r e ,  in t e r a c t s  with e s tab ­
l ished  elements of th a t  s t ru c tu re  and is  subsumed under a re lev an t 
and more in c lu s iv e  concept. He gives th ree  ways th i s  i s  done.
Organizers probably f a c i l i t a t e  the in c o rp c ra b i l i ty  and 
longevity o f meaningfully learned m aterial in th re e  d i f f e r e n t  
ways. F i r s t ,  they e x p l i c i t ly  draw upon and m obilize whatever 
re levan t anchoring concepts are already e s ta b lish ed  in the 
l e a rn e r 's  cognitive  s t ru c tu re  and make them p a r t  o f  the  sub­
suming e n t i ty .  Thus, not only i s  the new m ateria l rendered 
more f a m il ia r  and p o te n t ia l ly  meaningful, but the most re levan t 
idea tional antecedents in cogn itive  s tru c tu re  are a lso  se lec ted  
and u t i l i z e d  in an in teg ra ted  fashion. Second, by making
l^David P. Ausubel and Floyd G. Robinson, School Learning,
An In troduction to  Educational Psychology (New York: H olt,  R inehart, 
and Winston, I n c . ,  1969), p. 145.
T^David P. Ausubel, The Psychology of Meaningful Verbal 
Learning (New York: Grune and S t ra t to n ,  1963), p. 214.
IS ib id .
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subsumption under s p e c i f i c a l ly  re lev an t  p repositions  p o s s ib le ,  
o rganizers a t  an appropria te  level of inclusiveness  provide 
optimal anchorage. This promotes both i n i t i a l  learning and 
l a t e r  re s is ta n ce  to  o b l i t e r a t e  subsumption. Third, the use of 
organizers renders unnecessary much of the  note memorization 
to  which students often r e s o r t  because they are  required to  
learn  the  d e ta i l s  of an unfam ilia r  d i s c ip l in e  before having 
av a ilab le  a s u f f ic ie n t  number of key anchoring id e a s .19
Berlyne^O ind ica tes  t h a t  "epistemic c u r io s i ty "  i s  the  cause 
o f the  re te n t io n  of fac tua l statem ents when th e re  has been p r io r  expo­
sure  to  questions th a t  the statem ents answer. His theory gives major 
emphasis to  problems of m otivation. He considers a c t iv a t io n ,  d i r e c ­
t io n ,  and reinforcement as the  m otivational phenomena. A c tiv a tio n , 
o r  d r iv e ,  " is  conceived as a v a r iab le  whose value can be ra ised  by a 
v a r ie ty  o f in te rna l  and ex ternal f a c t o r s . "21 According to  h is  explan­
a tion  a group of stimulus p ro p e r t ie s  such as novelty , incongru ity , 
su rp r is in g n ess ,  are or can be the  external fa c to rs  which cause con­
f l i c t  with ex is t in g  cognitive s t ru c tu re s  within the ind iv idual.
A s t a t e  o f  high drive  i s  created  by th i s  c o n f l ic t .  This s t a t e  can 
be re l ie v ed  by the acq u is i t io n  of knowledge. This condition is  
described by Berlyne's term "epistem ic c u r io s i ty ."
Berlyne th inks th a t  the  amount o f i n t e r e s t  the lea rn e r  has 
in fluences in te l le c tu a l  kinds of lea rn ing . He poin ts  out two fa c to rs  
involved in this in t e r e s t :  " s u f f ic ie n t  level o f  m obilization or
l^Ausubel and Robinson, School Learning, p. 148.
20d. E. Berlyne, "Conditions o f Prequestioning and Retention 
o f Meaningful M ateria l,"  Journal of Educational Psychology, LVII,
No. 3 (1966), 128.
21 Ib id . ,  p. 131.
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a le r tn e s s ,  of openness to  incoming inform ation , o f arousal" and "some 
correspondence between the m otivational condition  o f the le a rn e r  and 
what he i s  being given an opportunity  to  l e a r n . "2% In re la t in g  th is  
to  giving d ire c t io n  by asking questions before a s to ry  he w r i te s .
I t  has been postu la ted  th a t  the questions  would generate 
epistem ic c u r io s i ty ,  which would be re l ie v ed  a f t e r  subsequent 
exposure to  the corresponding statem ents and in te rn a l  rehearsal 
of them, and th a t  reinforcement from the  consequent c u r io s i ty  
reduction would increase the like lihood  of r e c a l l  when the 
questions were presented again during the  t e s t  p h a s e . 23
Rothkopf24 and Frase^S propose that "mathemagenic behavior" 
plays an important role in determining what i s  learned. They define 
mathemagenic behavior as "behaviors which give birth to learning."
Any ac tion  on the p a r t  of the s tuden t t h a t  i s  re lev an t  to  achievement 
in learn ing  would be mathemagenic behavior, Rothkopf expla ins.
The a c t i v i t i e s  in which S engages when confronted with an 
in s t ru c t iv e  document determine the  ch arac te r  of the e f fe c t iv e  
s tim u la tion  th a t  r e s u l t s  from th i s  con fron ta tion  and so , in 
tu rn ,  determine what w ill be learned. They play such an impor­
t a n t  ro le  in learn ing  from w ritten  m ateria l t h a t  I have given 
them a special name: mathemagenic behav io r , i . e . ,  behaviors 
th a t  produce learn ing . The name is  derived  from the Greek roots 
mathema ( th a t  which is  learned) and g ignesthai ( to  be born). 
Mathemagenic behaviors include gross pos tu ra l  adjustment of 
the head and body toward the p rin ted  page and the movement of 
the  eyes over the page. I t  i s  assumed th a t  th e re  are o ther
22d. E. Berlyne, "C uriosity  and Education," Learning and the 
Educational Process, ed. by J .  D. Krumboltz (Chicago: Rand McNally
and C o., 1965), p. 58.
23Berlyne, "Conditions of Prequestioning ,"  p. 128.
24Ernst Z. Rothkopf, "The Concept of Mathemagenic A c t iv i t i e s ,"  
Review of Educational Research, XL, No. 3 (1970), pp. 325-35.
2^Lawrence T. Prase, "Boundary Conditions fo r  Mathemagenic 
Behaviors," Review of Educational Research, XL, No. 3 (1970), 
pp. 337-46.
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mathemagenic a c t iv i t i e s  th a t  cannot be observed d i r e c t ly  and 
which must be i n f e r r e d . 2 6
In r e la t in g  mathemagenic a c t i v i t i e s  to  d irec ting  read ing ,
Frase and Rothkopf would explain  the more e f f i c i e n t  learning because 
of a higher r a t e  of reinforcement. Finding an answer to  a question 
when reading would provide t h i s  reinforcem ent, The reinforcement i s  
accompanied by an increase in a t t e n t iv e  behaviors and a subsequent 
increase  in the  learning of the content r e la te d  to  the question . The 
opportun it ies  fo r  reinforcement found in the  prequestion would d e te r ­
mine the  degree of a t ten t iv en ess  and the amount of learning which 
takes place. These opportun ities  are made possib le  by content-  
r e la te d  fa c to rs  found in a prequestion. Reinforcement a f fe c ts  the 
inspection a c t i v i t i e s  of s tuden ts ;  and the  inspection  a c t i v i t i e s  d e te r ­
mine what i s  learned. In explaining the s im i la r i ty  of t h i s  concept 
to  the  d is t in c t io n  between nominal and e f f e c t iv e  stim uli in learn ing  
Rothkoph w r i te s .
B as ica lly  the d i s t in c t io n  is  th a t  the  normal s tim ulus— 
the stimulus object presented by the experimenter or teacher— 
is  not in simple correspondence to  the stimulus th a t  has an 
e f f e c t  on the sub jec t.  Discrepancies r e s u l t  from c h a ra c te r is ­
t i c s  of the  recep tor surfaces and from ac ts  by the su b jec t  or 
student which transform or e labo ra te  the nominal stim ulus.
These ac ts  have been ca l led  s e t ,  a t t e n t io n ,  o r ien ting  r e f le x ,  
information processing, cogn ition , r e h e a rs a l ,  and so on. All 
of these ac ts  f a l l  w ithin the broad boundaries of the term 
mathemagenic a c t i v i t y , as i t  i s  used here. These considera­
t io n s  suggest a functional view of mathemagenic a c t i v i t i e s ,  
namely th a t  they determine the nature  o f the e f fe c t iv e  s tim uli 
in experimental or in s t ru c t io n a l  s i tu a t io n s .  The charac te r
26Ernst Z. Rothkopf, "Some Theoretical and Experimental 
Approaches to  Problems in Written In s t ru c t io n ,"  Learning and the 
Educational P rocess , ed. by J .  D. Krumboltz (Chicago: Rand McNally
and Co., 1965), pp. 198-99.
19
of the e f fe c t iv e  s t im u l i ,  in tu rn ,  determines what i s
lea rned .27
The th eo r ie s  o f  advance o rg an ize rs ,  epistem ic c u r io s i ty ,  and 
mathemagenic a c t iv i ty  have a l l  been widely accepted. One does not 
f in d  them iso la te d  in psychology books but w ill f ind  them used by 
reading a u th o r i t ie s  to  explain the value o f  giving d i re c t io n  before 
reading . Some w ill  propose a fa v o r i te  theory and o thers  w il l  point 
out the s treng ths  of a l l  of them.
Selected Studies
Research in the  area o f giving d ire c t io n  began as e a r ly  as 
1920. Since th a t  tim e, there  have been many in v e s t ig a to rs  exploring 
t h i s  area. Some have been in te re s te d  in  the  general area o f  d ire c t io n  
both by questions and purposes given before reading . Others have been 
in te re s te d  in a more r e s t r i c t e d  concept in t h i s  general a re a .  The 
r e s u l t s  of these research  s tu d ies  have been presented beginning with 
the  e a r l i e r  s tu d ie s .
In the s ix t i e s  there  was a revived in t e r e s t  in doing research 
on d ire c t io n  of reading . B e r l y n e 2 8  used high school s tuden ts  to  demon­
s t r a t e  epistemic c u r io s i ty .  He re fe r red  to  some of his previous 
research29 showing re te n t io n  of fac tua l  s ta tem ents to  be enhanced by 
p r io r  exposure to  questions th a t  the statem ents answered. In th is  
study he added to  th a t  information by rep o rtin g  th a t  when sub jec ts
27Rothkopf, "Concept of Mathemagenic A ct iv it ie s ,"  p. 3 2 6 .
28Berlyne, "Conditions o f  Prequestioning ,"  pp. 128-32.
29d. E. Berlyne, "A Theory of Human C u rio s ity ,"  B r i t i sh  Journal 
of Psychology, XXXXV (1954), 180-91, c i te d  by Berlyne, "Conditions o f  
P requestioning," p. 128.
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were requ ired  to  guess an answer, the guess condition produced s ig ­
n i f i c a n t ly  b e t t e r  re te n tio n  than the no guess condition .
Also, in 1960, A u s u b e l ^ O  conducted a study to  v a l id a te  his 
theory  o f  advance organizers  using college s tuden ts .  Both the control 
and experimental group were presented with in troductory  m a te r ia ls  
p r io r  to  reading. The control group 's  in troductory  m ateria l was 
r e la te d  to  the  passage but contained no conceptual m ateria l th a t  would 
a s s i s t  the reader in organizing the passage. He found s ig n i f ic a n t  
d if fe re n c e s  in  m a te r ia ls  r e ta in e d  by sub jec ts  a f t e r  th ree  days favor­
ing the  experimental group whose m ateria l contained advance organ izers . 
In o th e r  s im i la r  s tud ies  a lso  using college students  Ausubel^^» 3% 
found r e s u l t s  favoring advance organ izers .
Torrance and Harmon^^ assigned th ree  d i f f e r e n t  approaches, 
which they c a l led  reading s e t s ,  to  graduate students  to use on reading 
th e i r  assignments. These reading se ts  were l i t e r a l  comprehension, 
c r i t i c a l  read ing , and ap p rec ia tio n . The in v e s t ig a to rs  suggested th a t  
the assigned s e ts  functioned l ik e  those caused by purposes s ta te d
30oavid P. Ausubel, "The Use of Advance Organizers in the 
Learning and Retention of Meaningful Verbal M ateria l ,"  Journal of Edu­
ca t io n a l Psychology, LI, No. 5 (1960), 271.
3l0avid P. Ausubel and Donald F i tz g e ra ld ,  "The Role o f Dis- 
c r im in a b i l i ty  in Meaningful Verbal Learning and Retention ,"  Journal 
of Educational Psychology, LI I ,  No. 5 (1961), 266-74.
3^David P. Ausubel and Mohamed Youssef, "Role of Discrim- 
i n a b i l i t y  in Meaningful P a ra l le l  Learning," Journal of Educational 
Psychology, LIV, No. 6 (1963), 331-36.
33[. Paul Torrance and Judson A. Harmon, "E ffects  o f  Memory, 
E va lua tive , and Creative Reading Sets on Test Performance," Journal 
of Educational Psychology, LI I ,  No. 4 (1961), 207-14.
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before reading. The s tuden ts  were te s te d  with comprehension questions 
compatible with the assigned s e t  and the o ther s e ts .  I t  was found 
th a t  the students  apparently  maintained th e i r  reading s e ts  fo r  only 
h a lf  of t h e i r  reading time. However, th e re  were measurable e f fe c ts  
upon the reading comprehension.
Using s ix th -  and e ig h th -g rad ers ,  Snavely^^ compared two types 
of d ire c t io n  to  no d i re c t io n .  One group received purpose statements 
and the o ther  received marginal notes as they read. This study pro­
duced no s ig n i f ic a n t  r e s u l t s .  The use of o rganizational devices did 
not prove to  be o f any value.
H e n d e r s o n ^ S  s tud ied  individual purpose s e t t i n g .  He compared 
the performance of th ree  f i f th -g ra d e  groups. In one group the s tudent 
s e t  the purpose, in another the examiner s e t  the  purpose and in the 
th i rd  no purpose was s e t  before reading. The in v e s t ig a to r  found th a t  
there  i s  a p o s i t iv e  re la t io n s h ip  between s k i l l  in s e t t in g  purposes fo r  
reading and achievement in reading. He a lso  found th a t  the students 
who were good a t  s e t t in g  purposes did well when the  examiner s e t  the 
purpose. However, he concluded th a t  d iffe ren ces  in comprehension t e s t s  
on the  m ateria l appeared in s ig n i f ic a n t  when the pupils  are d irec ted  to  
s e t  t h e i r  own purposes, are  given purposes or are d ire c te d  to  read 
independently.
^^Aiberta E loise  Snavely, "The Effectiveness  of Purpose S ta te ­
ments and Marginal Notes as Aides to  Reading Comprehension" (unpublished 
Ph.D. d i s s e r ta t io n ,  S ta te  University of Iowa, 1961).
S^Edmund H. Henderson, "A Study of Ind iv idua lly  Formulated 
Purpose fo r  Reading," The Journal of Educational Research, LVIII,
No. 10 (1965), 438-41.
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Negative e f f e c t s  of  prequestions on reading comprehension 
were reported by Bloomer and Heitzman.^^ Eighth-grade s tudents  were 
used in t h i s  study. Direction to  the experimental groups was in the 
form of a p r e te s t  id en t ica l  to  the p o s t t e s t .  The control groups were 
given only the p o s t t e s t  without d i re c t io n  before reading. A McCall 
Crabb t e s t  lesson was used as the reading t e x t .  The s tudents  with no 
p r e t e s t  had s ig n i f i c a n t ly  higher scores on the p o s t t e s t  than the s t u ­
dents  who had a p r e te s t .  The hypothesis of  Bloomer and Heitzman was 
th a t  the p r e te s t  b a s ic a l ly  reduces the tension  on the in d iv idua l ,  
reducing his  motivation to  learn .
The e f fec t s  on comprehension of  guiding ques tions ,  motivating 
ques t ions ,  and no ques tions  before reading were inves t iga ted  by 
B a l l a r d .37 He found t h a t  the guiding questions  were best for  fo u r th -  
and f i f th -g ra d e  students  fo r  understanding both the mater ial r e levan t  
to  the questions and the whole s e le c t io n .  Motivating questions were 
no b e t t e r  than reading without  quest ions .  The guiding questions were 
equal ly  e f fe c t iv e  fo r  s tudents  of a l l  reading achievement leve ls .
Rothkopf38 using un ive rs i ty  s tu d e n ts ,  compared the e f f e c t i v e ­
ness of presenting ques tions p r io r  to  reading a passage with t h a t  of
36Richard H. Bloomer and Andrew 0. Heitzman, "P re - te s t ing  and 
the Effic iency of Paragraph Reading," Journal of  Reading, VIII ,  No. 4
(1965), 219-23.
37crady L. Ba l la rd ,  "The Effect of Guiding and Motivating 
Questions upon the Reading Comprehension of  Fourth and F if th  Grade 
Pup i l s ,"  Journal of Reading, X, No. 3 (1966), 175-76.
38Ernst Z. Rothkopf, "Learning from Written In s t ru c t iv e  
Mater ia ls :  An Exploration of the Control of  Inspection Behavior by 
Test-Like Events," American Educational Research J o u rn a l , I I I ,  No. 4
(1966), 247.
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presenting questions  only a t  the conclusion of  reading a passage.
He found t h a t  prequestion subjec ts  performed a t  the  same level  as 
postquestion subjects  when comprehension of ques t ion -spe c i f ic  content 
was considered. However, when general t e s t  performance was considered, 
the comprehension scores of  postquestion sub jec ts  were s ig n i f i c a n t ly  
higher than those of  the prequestion su b jec ts .  This would ind ica te  
th a t  ques tions placed before reading a passage l im i t s  the information 
th a t  students  look for  as they read.
Smithes suggested th a t  purpose inf luences  the r e ad e r ' s  mental 
s e t  and determines what the reader intends to  ge t  from a s e lec t io n .
Good and poor high school readers  were d i re c ted  to  read a se lec t ion  
fo r  d e t a i l s  and for  general impressions. Smith s tudied the s tuden ts '  
responses to questions on general impressions and d e t a i l s  a f t e r  read­
ing for  each purpose. She found th a t  the d i rec t io n s  had no d i f f e r e n t i a l  
e f fec t s  fo r  e i t h e r  good or  poor readers .
Using college s tudents  Frase^O» 41 s tudied the optimal p lace­
ment of  questions in var ious prose s e le c t io n s .  He reasons th a t  i t  
would seem th a t  s tudents  should do b e t t e r  i f  they had the opportuni ty 
to look a t  the questions before they began to  read.  The r e s u l t s
S^Helen K. Smith, "The Responses o f  Good and Poor Readers
When Asked to  Read fo r  Different  Purposes," Reading Research Quar te r ly ,
I I I ,  No. 1 (1967), 53-83.
4ÛLawrence T. Prase,  "Learning from Prose Materia l:  Length
of Passage, Knowledge of Results,  and Posi t ion of  Questions," Journal 
of Educational Psychology, LVIII, No. 5 (1967), 266-72.
4lLawrence T. Frase,  "Effect  of Questions, Location, Pacing, 
and Mode upon Retention of  Prose Mater ia l ,"  Journal of Educational 
Psychology, LIX, No. 4 (1968), 244-49.
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i n d ica ted ,  however, th a t  an overa l l  r e ten t ion  of  the prose mater ia l 
was h ighes t  in those s i tu a t io n s  when the students  saw the questions 
a f t e r  they had read the re levan t  m a te r ia l .  This was true fo r  both 
s p e c i f i c  and general re ten t io n .  He found presenting questions before 
paragraphs had the l e a s t  helpful e f f e c t  upon re ten t io n .
Jerrolds^Z used n in th-graders  to  see i f  advance organizers  
were benef ic ia l  with t h a t  age s tuden t .  He a lso  used what he ca l led  
modified advance organizers  which were another form of  d i rec t ion  
before reading but did not f i t  Ausubel 's d e f in i t i o n .  J e r ro lds  found 
no s ig n i f i c a n t  d if fe rence  in r e te n t io n  between the e f fec t s  of the 
advance organizers and modified advance organizers .  Neither was there  
any s ig n i f i c a n t  d i f fe rence  indicated  between the e f fec t s  of  the d i r e c ­
t ion  and no d i re c t io n .
Third-graders were used in a study which Fincke^S conducted. 
All s tudents  were given two d i f f e r e n t  forms of  an informal reading 
inventory.  One form had purpose-se t t ing  questions before each passage 
and the  other  did not.  Students '  performance on both inventories  was 
compared. He reported the e f f e c t s  of  fac tua l  and emotionally appeal­
ing ques tions .  He found th a t  reading with factual  prequestions 
re su l te d  in s ig n i f i c a n t ly  higher  comprehension scores.  He a lso  found 
th a t  emotionally appealing prequest ions did not a f f e c t  reading compre­
hension.
42Bobby Wallace J e r r o ld s ,  "The Effects  of Advance Organizers 
in Reading fo r  the Retention of Spec if ic  Facts" (unpublished Ph.D. 
d i s s e r t a t i o n ,  University of Wisconsin, 1967).
^^William Munn Fincke, "The Effect  of Asking Questions to  
Develop Purposes fo r  Reading on the Attainment of Higher Levels of 
Comprehension in a Population of Third Grade Children" (unpublished 
Ed.D. d i s s e r t a t i o n ,  Temple Univers i ty ,  1968).
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Three groups of f i f th -g ra d e  s tudents  were sub jec ts  in a study 
by N o a k e s . 4 4  control  group was given no d i re c t io n  before reading 
a s e le c t io n .  One experimental group was given the ten p o s t t e s t  ques­
t ions  before reading .  The th i rd  group was a lso  given the questions 
but were a lso  given four  choices as answers to  the ques t ions .  They 
chose an answer before reading the s to ry  and then took the  same pos t­
t e s t  a f t e r  reading the s e le c t io n .  Noakes found no s ig n i f i c a n t  
d if fe rence  when comparing the p o s t t e s t  r e s u l t s  of the th ree  groups.
In 1970 Peeck^S conducted a study concerning the e f fe c t s  of a 
s e t  of prequest ions  on immediate and delayed r e ten t io n  t e s t  scores .
He compared the r e s u l t s  of  the t e s t s  of prequestion groups with those 
of reading only control  groups. One reading control group had ex t ra  
time equal to  the time given to  the prequestion groups to  deal with 
the ques t ions .  The o the r  control group had the  same amount of time 
to read as the prequest ion groups. On the delayed r e te n t io n  t e s t  
Peeck found t h a t  the prequestion groups learned s ig n i f i c a n t l y  more 
q ues t ion - re la ted  mater ia l  than the reading-only  control  group. However, 
they re ta ined  s ig n i f i c a n t l y  l e ss  of the o ther  content  of  the passage 
than the extended reading time control group. The extended time group 
had about the same t o t a l  t e s t  scores as the prequestion groups. Peeck 
concluded t h a t  prequest ions were useful when the  ob jec t ive  was
44&nn Marie Noakes, "The Effects  of  Conditions of  Preques­
tioning upon Comprehension of Fiction and Non-Fiction Select ions  with 
F i f th  Grade Children" (unpublished Ph.D. d i s s e r t a t i o n .  Universi ty  of 
Delaware, 1969).
45j. Peeck, "Effect of Prequestions on Delayed Retention of 
Prose Material," Journal of Educational Psychology, LXI, No. 3 (1970), 
241-46.
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r e ten t ion  of  s p e c i f i c  m a te r ia l ,  but when the objec t ive  was more balanced 
learning the use o f  prequestions did not seem advisable .
C a r r o z i ^ G  conducted a study using above average high school 
s tuden ts .  He compared the in s t ru c t io n a l  formats of questions  before ,  
questions a f t e r ,  and no ques tions .  He found th a t  with reading time 
fixed a t  a shor t  in te rva l  there  were no d ifferences  in s h o r t  or long 
term re ten t io n  of  inc iden ta l  or  re levan t  mater ia ls  fo r  any of  the th ree  
questioning techniques employed. With reading time extended, however, 
there  were s ig n i f i c a n t  d i f fe rences  in short  and long term re ten t io n  of 
incidenta l  m a te r ia ls  favoring the group which did not rece ive  preques­
t io n s .  He a lso  found th a t  placement of  questions before reading did 
not f a c i l i t a t e  r e te n t io n  of  m a te r ia ls  r e la ted  to the prequest ions .
Another study t h a t  showed negative e f f e c t s  of  prequest ions  on 
reading comprehension was the  one by G o u d e y . 4 7  He used four th -g raders  
d i re c t in g  the reading of one group with questions p r io r  to  reading and 
giving the other  no d i r e c t io n .  In analyzing the data he found th a t  
subjec ts  reading under nondirected conditions performed in  reading 
comprehension s ig n i f i c a n t l y  b e t t e r  than did subjec ts  reading under 
d i rec ted  reading condi t ions .  This finding was cons is ten t  f o r  subjec ts  
i d e n t i f i e d  as high,  middle and low reading achievers .  There were no 
d i f fe rences  when reading fo r  apprecia t ion between the groups.
46john F. Car roz i , "The Effects  of Reading Time, Type of  
Question and In s t ruc t iona l  Format on Short and Long-Term Retention of  
Relevant and Incidenta l  Prose Material" (unpublished Ph.D. d i s s e r t a ­
t i o n ,  Universi ty  o f  Delaware, 1970).
47charles E. Goudey, "Reading-Directed or  Not?", The Elemen­
ta ry  School J o u rn a l , LXX, No. 5 (1970), 245-47.
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Estes48 s tudied the e f fec t s  of prereading techniques, spec i f ­
i c a l l y  "advance organizers" and "s t ructured  overview" by comparing 
r e ten t io n  and comprehension of reading materia l  in high school s tudents  
with and without prereading treatment.  The advance organizer  was a 
b r i e f  passage giving a general and inc lus ive  in troduct ion to  material 
to be read. A s t ruc tu red  overview was s tuden t- teacher  in te ra c t ion  
dealing with terms and concepts re la ted  to  the mater ia l to be read. 
Results showed no s t a t i s t i c a l l y  s ig n i f i c a n t  d i f ferences  between groups.
Schnell49 did a study to determine i f  use of  an organizer ,  
which was a focus-type material in paragraph form, would s ig n i f i c a n t ly  
a f f e c t  reading comprehension of prose m a te r ia l .  College freshmen were 
used in t h i s  study. They were divided in to  four groups. One received 
no organizer ,  one the organizer before the m a te r ia l ,  one a f t e r ,  and 
the fourth before and a f t e r .  Schnell found th a t  using the organizer ,  
r egard less  of  placement, resu l ted  in higher scores than those obtained 
by the control group. The postorganizer  group scored higher than the 
preorganizer group or preorganizer  and postorganizer  group.
A study to  examine the e f f e c t  of w r i t ten  prequest ions on the 
reading comprehension scores of two groups of f i f th -g ra d e r s  was con­
ducted by Chadwick.50 The STEP-Readinq Test  was used as m a te r ia l .
48Thomas H. Estes ,  "The Effect of Advance Organizers Upon Mean­
ingful Reception Learning and Retention of Social Studies Content" (Paper 
presented a t  the National Reading Conference, Tampa, F lor ida ,  Dec., 1971).
49ihomas R. Schnell I I ,  "The Effec t  of Organizers on Reading 
Comprehension of Prose Materials" (unpublished Ph.D. d i s s e r t a t i o n .  
Southern I l l i n o i s  University ,  1972).
SOsandy Carroll  Chadwick, "The Effect  of  Written Prequestioning 
on Reading Comprehension of F if th  Grade Students" (unpublished Ed.D. 
d i s s e r t a t i o n .  Ball S ta te  Universi ty ,  1972).
28
Comparisons were made based on reading level and on in te l l ig e n c e  le v e l .  
I t  was found th a t  the s tudents  with no questions preceding the reading 
did s ig n i f i c a n t ly  b e t t e r  in reading achievement. I t  was observed th a t  
regard less  of  whether s tudents  were compared on the bas is  of  i n t e l l i ­
gence or reading achievement, the means of  those groups not receiving 
the wri t ten  questions before reading were in every instance higher than 
those of the groups receiving the w r i t ten  questions before reading.
The d i f fe rences  were not always s ig n i f i c a n t .
From the sources c i t e d  above i t  i s  apparent t h a t  research 
designed to examine the e f fec t iveness  of directed reading in comparison 
to nondirected reading has genera l ly  produced divergent  f ind ings .  
Superior reading performance has been observed when reading was d i rec ted  
as well as when i t  was not d i re c ted .  In none of the research has the re  
been an e f f o r t  to  find the value of th i s  procedure as p a r t  of a teach­
ing method. That i s ,  to  examine the e f f e c t  of using d i re c t io n  with 
the basal s to r i e s  each day over a period of time. Neither has any 
study made a d i s t in c t io n  between the e f fec t iveness  of d i rec ted  reading 
with boys and g i r l s  as separa te  groups.
Sex Differences in Reading
There i s  much evidence th a t  the reading a b i l i t i e s  and i n t e r e s t s  
of boys and g i r l s  d i f f e r .  This would ind ica te  the methods used in 
teaching reading to them might d i f f e r  in e f fec t iveness .  Boys and g i r l s  
d i f f e r  in many ways. Certain behavioral d i fferences  are evident as 
ea r ly  as one year  of age. Goldberg and Lewis^l pointed out t h a t  boys
SiSusan Goldbert and Michael Lewis, "Play Behavior in the Year- 
old Infant;  Early Sex Differences ,"  Child Development, XL, No. 1 
0 9 6 9 ) ,  21-31.
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are already more ac t ive  and e xp lo ra t ive ,  while g i r l s  are passive and 
more dependent upon t h e i r  mothers.  In ad d i t io n ,  parents have already 
demonstrated d i f f e r e n t  behavior toward the two sexes.
HarrisSZ claimed th a t  from b i r th  on there  are de tec tab le  sex 
differences  in physiological maturi ty .  Gir ls  reach puberty one and a 
half  year  e a r l i e r  than boys. G ir ls  precede boys in language development. 
During preschool years  boys spend more time on large-muscle a c t i v i t i e s  
and g i r l s  spend more time on sedentary a c t i v i t i e s  which often help 
develop good c lose  vis ion and f ine  manual s k i l l s ,  such as sewing and 
doll play.
A very important aspect  of t h i s  e a r l i e r  development in r e l a t io n  
to reading are the  language s k i l l s .  Numerous s tudies  have found g i r l s  
to develop speech ahead of  boys, to a r t icu la te  more c l e a r ly ,  to use 
sentences ahead of  boys, to  use less  s lang ,  and to have a la rge r  vocab­
ulary.^^* McCarthy^/ a lso  indica ted  th a t  boys are the victims
of speech defects  a t  a s ig n i f i c a n t l y  g rea te r  proportion than g i r l s .
SZAlbert J .  H ar r i s ,  How to Increase Reading A bi l i ty  (5th ed . ;
New York: David McKay Company, I n c . ,  1970), p. 22.
53oorothea A. McCarthy, "Some Poss ible  Explanations of  Sex
Differences in Language Development and Disorders,"  Journal of Psy­
chology, XXXV, F i r s t  Half (1953), 155-60.
54oorothea A. McCarthy, "Language Development in Children,"
A Manual of Child Psychology, ed. by Leonard Carmichael (2nd e d . ,
New York; Wiley, 1954), pp. 492-630.
S^Terence Moore, "Language and In te l l ig e n c e ;  A Longitudinal 
Study of  the F i r s t  Eight Years: Pat terns  of  Development in Boys and
G ir ls ,"  Human Development, X, No. 2 (1967), 88-106.
S^Mildred C. Tempi i n .  Certain Language S k i l l s  in Children:
Their Development and I n te r r e l a t io n sh ip s  ( M in n e a p o l i s :U n iv e r s i t y  of  
Minnesota P ress ,  1957)1
57McCarthy, "Poss ible Explanations."
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At the  Universi ty  of  Minnesota, Rubin and Balew^^ compared 
pre-k indergar ten  and p r e - f i r s t - g r a d e  (second semester kindergarten) 
boys and g i r l s  on measures of  school readiness  and language development. 
Their  r ep o r t  l i s t e d  r e s u l t s  o f  t e s t in g  638 pre-k indergar ten  children 
and 570 p r e - f i r s t - g r a d e r s .  The Metropolitan Readiness Test  was used 
to  measure school readiness .  At both the p r e - f i r s t - g r a d e  level and 
the  pre-kindergar ten l e v e l ,  g i r l s  scored higher  in a l l  but word meaning. 
P r e - f i r s t -g r a d e  boys f e l l  a t  the 35th p e r c e n t i l e ;  p r e - f i r s t - g r a d e  g i r l s  
a t  the 42nd.
Sex d i f fe rences  in reading are ind ica ted  from the USOE F i r s t  
Grade S tudies .  I t  was genera l ly  found th a t  mean scores  were in favor 
of  g i r l s  on readiness  measures, f i r s t - g r a d e  achievement t e s t s ,  and on 
t e s t s  given to  the groups t h a t  continued the experiments through the 
second grade. In studying the  e f f e c t  of an i n t e n s i f i e d  and extended 
reading read iness  program Spache, e t  a l . ,  wrote;
Sex d i f fe rences  favored g i r l s  a t  a l l  l e v e l s  in the  white 
control population and tended to  favor g i r l s  a t  the lower 
leve ls  of  a b i l i t y  among white experimental p u p i l s ,  sex d i f f e r ­
ences appeared to  be overcome or counter balanced by f ac to rs  
in the  experimental p r o g r a m . 59
Hyatt s ta ted  " g i r l s  in the study seemed b e t t e r  equipped f o r  reading
a t  the beginning of the in s t ru c t io n  per iod ,  and t h i s  advantage
SBposalyn Rubin and Bruce Balew, "A Comparison of  Pre-Kinder­
garten  and P r e -F i r s t  Grade Boys and Gir ls  on Measures of School 
Readiness and Language Development" ( in ter im  r e p o r t ,  unpublished r e ­
search,  Universi ty  of  Minnesota, August, 1968), c i t ed  by Jo M. 
S tanchf ie ld ,  "The Sexual Factor in Language Development and Reading" 
(Paper presented to  IRA conference,  Anaheim, C a l i f . ,  May, 1970), p. 2.
S^George D. Spache, e t  a l . ,  "A Longitudinal F i r s t  Grade Read­
ing Readiness Program," Reading Teacher, XIX, No. 8 (1966), 580-84.
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was retained."GO Hahn®  ^ Tanyzer and A lb e r t , 0% and SchnayerG^ also  
found achievement favoring g i r l s .  However, some p a r t ic ip a n ts  such 
as Sheldon and L a s h i n g e r , G 4  F r y , G G  S p e n c e r , GG and M a n n i n g G ?  concluded 
there  were no sex d i f fe rences  in reading achievement.
In a study of  over 13,000 students  in grades two through 
e ig h t ,  GatesGO found the mean raw score f o r  g i r l s  higher than th a t  
fo r  boys on twenty-one comparisons of the Gates Reading Survey.
In add i t ion ,  a " r e l a t i v e l y  large  proportion of  boys obtained the low­
e s t  scores without  a corresponding increase  in the number obtaining
G^Nita M. Wyatt, "The Reading Achievement of F i r s t  Grade Boys 
Versus F i r s t  Grade G i r l s , "  Reading Teacher, XIX, No. 8 (1966), 661-65.
G^ Harry T. Hahn, "Three Approaches to  Beginning Reading 
In s t ru c t io n —i t a .  Language Arts,  and Basic Readers," Reading Teacher, 
XIX, No. 8 C1966), 590-94.
G^Harold J .  Tanyzer and Harvey A lper t ,  "Three Dif ferent  Basal 
Reading Systems and F i r s t  Grade Reading Achievement," Reading Teacher, 
XIX, No. 8 0 9 6 6 ) ,  636-42.
G3j. Wesley Schneyer, "Reading Achievement of  F i r s t  Grade 
Children Taught by a Linguis t ic  Approach and a Basal Reader Approach," 
Reading Teacher, XIX, No. 8 (1966), 647-52.
^ \ l i l l i a m  D. Sheldon and Donald R. Lashinger,  "Effect of F i r s t  
Grade In s t ruc t ion  Using Basal Readers, Modified Linguis t ic  M ateria ls ,  
and Linguis t ic  Readers," Reading Teacher, XIX, No. 8 (1966), 576-79.
GG[dward Bernard Fry, " F i r s t  Grade Reading Ins t ruc t ion  Using 
the D iac r i t ic a l  Marking System, I n i t i a l  Teaching Alphabet,  and Basal 
Reading System," Reading Teacher, XIX, No. 8 (1966), 666-69.
^^Doris U. Spencer, "Indiv idual ized F i r s t  Grade Reading Versus 
a Basal Reader Program in Rural Communities," Reading Teacher, XIX,
No. 8 0 9 6 6 ) ,  595-600.
^^John C. Manning, "Evaluation of  Levels-designed Visual- 
audi tory  and Related Writing Methods of  Reading Ins t ruc t ion  in F i r s t  
Grade," Reading Teacher , XIX, No. 8 (1966), 611-16.
^^Arthur I .  Gates, "Sex Differences in Reading A b i l i ty ,"  
Elementary School J o u rn a l , LXI, No. 8 (1961), 431-34.
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top scores ."  The r e s u l t s  of the study reveal t h a t  boys obtain lower 
mean scores in reading a b i l i t y  throughout elementary school.
In England, Hammond®^  did two iden t ica l  surveys of reading 
atta inment in 1947 and 1962. Approximately 4,000 boys and 4,000 
g i r l s ,  ages f iv e  to  e igh t  were tes ted  in the primary schools of 
Brighton; the  r e s u l t s  compared reading age with chronological ages. 
Both times g i r l s ,  on the average, reached a reading age equivalent  to  
chronological age more quickly than boys. A la rg e r  proportion of  
boys was found to  be remedial readers .
Wozencraft^O se lec ted  approximately 10 per cent of a l l  pupils 
in grade th ree  and 11 per cent of a l l  pupils  in grade s ix  from the 
records of a l l  pupils  in Cleveland, Ohio. The sex differences  cons is ­
t e n t ly  favored the g i r l s ,  often s ig n i f i c a n t ly .  She concluded th a t  
sex d i f ferences  were l e ss  marked in the high and low in te l l igence  
group a t  grade th ree .
During the 1940's ,  one of the l a rg e s t  research projects  on 
sex d if fe rences  in school achievement was conducted by Stroud and 
L i n d q u i s t . F i f ty  thousand students from th ree  hundred Iowa schools 
in grades th ree  through e igh t  were te s ted  with the Iowa Ever.y-Pupil 
Basic S k i l l s  T e s t . Basic language s k i l l s ,  reading comprehension.
®%orothy Hammond, "Reading Attainment in the Primary Schools 
of Brighton," Educational Research, X, No. 1 (1967), 57-64.
7f^arion Wozencraft, "Sex Comparisons of Certain A b i l i t i e s , "  
Journal of Educational Research, LVII, No. 1 (1963), 21-27.
71j. B. Stroud and E. F. Lindquist ,  "Sex Differences in 
Achievement in the Elementary and Secondary Schools," Journal of  Edu­
cat ional  Psychology, XXXIII, No. 9 (1942), 657-67.
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vocabulary, and word-study s k i l l s  were among the t e s t s  given. In a l l  
of these language development s k i l l s ,  the  g i r l s  maintained a cons is ten t ,  
s i g n i f i c a n t  su p e r io r i ty  over the boys.
R u d d e l l 7 2  studied the language pa t te rns  of  fourth-grade c h i l ­
dren to determine the e f f e c t  of  c h i l d r e n ' s  oral and wri t ten  language 
pa t te rns  on reading comprehension using passages s im i la r  to  t h e i r  
oral language s t ru c tu re .  I t  was found th a t  reading comprehension was 
a function of  the s im i la r i ty  of oral  pa t te rns  of language s t ru c tu re  
to w r i t ten  pa t te rns  of language s t r u c tu r e  used in reading m ate r ia ls .
In t h i s  s i t u a t io n  the inves t iga to r  concluded th a t  sex d i f fe rences  
were not s ig n i f i c a n t ly  re la ted  to reading comprehension.
Jarv is73  in comparing s ix th-grade  g i r l s  and boys concluded 
t h a t  g i r l s  tend to  excel in language a r t s  achievement. Around 7 0 0  
students  were measured with the C a l i fo rn ia  Achievement Test. Bat tery.  
P a r s l e y 7 4  and others  used the Ca l i fo rn ia  Reading Achievement T e s t .
The f i r s t  study did not show s ig n i f i c a n t  d i f ferences  between the sexes. 
There were around 5 , 0 0 0  students  involved in grades two through e igh t .  
They repeated the study on grades four  through e igh t  using the Cal i for-  
nia Achievement Test Bat te ry . This sample to ta led  3 , 5 5 1  p u p i l s ,  and
72Robert B. Ruddell, "An Inves t iga t ion  of the Effec t  of  the 
S im i la r i ty  of  Oral and Written Pa t te rns  of  Language Struc ture  on Read­
ing Comprehension," Journal of Reading, IX, No. 6  ( 1 9 6 6 ) ,  3 9 2 - 9 3 .
^^Oscar T. J a rv i s ,  "Boy-Girl A b i l i ty  Differences in Elementary 
School Language Arts ,"  Childhood Education, XLII, No. 3  ( 1 9 6 5 ) ,  1 9 8 - 2 0 0 .
^^Kenneth M. Parsley, J r . ,  Marvin Powell, and Henry A. O'Connor, 
"Further  Inves t iga t ion  of Sex Differences in Achievement of  Under­
average and Overachieving Students Within Five I.Q. Groups in Grades 
Four Through Eight ,"  Journal of Educational Research, LVII, No. 5 
( 1 9 6 4 ) ,  2 6 8 - 7 0 .
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general ly  was very s im i lar  to  the previous sample. This time sex 
d if fe rences  in achievement showed up. Even when the d i f fe rences  were 
not s ig n i f i c a n t  s t a t i s t i c a l l y ,  the  d i f fe rences  general ly  favored the 
g i r l s .  These authors suggested t h a t  too much emphasis has been 
placed on sex d i f fe rences .
Research as high as the co l lege  level ind ica tes  t h a t  the sex 
f a c to r  continues to  e x i s t  in performance of  language s k i l l s  a f t e r  
f in ish ing  elementary and secondary schooling. Aven and Chrisp^S 
te s te d  1,341 college freshmen in English profic iency.  Their research ,  
reported in 1967, revealed th a t  s i g n i f i c a n t l y  more boys than g i r l s  
scored below the 50th pe rc en t i l e .
Research has been so conclusive t h a t  there i s  a sex f a c to r  
favoring g i r l s  in reading achievement t h a t  a u th o r i t i e s  have exer ted a 
g rea t  amount of energy determining the causes of  t h i s  d i f fe rence .
I t  i s  d i f f i c u l t  to  say what causes these  d i f fe rences .  Several hypoth­
eses have appeared which suggest poss ib le  causal f a c to r s .  Heilman 
presented some of these f a c to r s :
1. Boys and g i r l s  mature a t  d i f f e r e n t  ra te s  and some phases of 
growth are c lose ly  r e l a t e d  to  reading.
2. The school environment and curriculum a t  the primary level
are more f ru s t r a t in g  to  boys than to  g i r l s .
3. Basal reader mater ia ls  are  less  motivating and s a t i s fy in g  to 
boys than to g i r l s .
4. Most primary teachers  are  women.
5 .  Boys are less  motivated to  learn to r e a d . 7 6
75samuel D. Aven and Marvin Chrisp,  "English Proficiency of 
Males and Females--Is There a Difference?" (unpublished research ,  
Youngstown Universi ty ,  Ohio, 1967), c i ted  by S tanchf ie ld ,  "Sexual 
Factor in Language Development," p. 5.
76Heilman, Princip les  and P r a c t i c e s , p. 38-39.
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Weintraub?? claimed th a t  causal problems are very complex and 
involve c u l t u r a l ,  environmental, and maturational  f ac to rs .  A few 
s tud ies  were pointed out which seem to  confirm his  hypothesis .  
Maturational f a c to rs  were considered f i r s t .  Then environmental f ac ­
to r s  were considered in two ca tego r ies ,  content  and method,and secondly 
a negative r e l a t i o n  from female teachers .  Last ,  s tud ies  ind ica t ing  
cu l tu ra l  f ac to rs  were considered.
Anderson, Hughes, and D i x o n ^ S  found th a t  g i r l s  learned to 
read more than s ix  months e a r l i e r  than boys and with fewer extreme 
delays pointing out a maturational d i f f e ren ce .  McCarty^^ s ta ted  th a t  
g i r l s  were s t a t i s t i c a l l y  superior  in language usage and f a c i l i t y  in 
preschool and primary years  which helped to  develop a firm foundation 
fo r  learning to  read. She suggested th a t  g i r l s '  ea r ly  language super i ­
o r i t y  r e s u l t s  p a r t ly  from e a r l i e r  physical m a t u r i t y . A  study by 
Sinks and Powell®^ covering grades four t o  e ig h t ,  found the younger 
s tuden ts '  reading a b i l i t y  was s ig n i f i c a n t l y  d i f f e r e n t  favoring the 
g i r l s .  However, in grades s ix  to  e ig h t ,  the pa t te rn  var ied .
77samuel Weintraub, "Sex Differences in Reading Achievement," 
Reading Teacher, XX, No. 2 (1966), 155-65.
78irving H. Anderson, Byron 0. Hughes, and W. Robert Dixon, 
"Age of Learning to  Read and i t s  Relation to  Sex, I n te l l ig e n c e ,  and 
Reading Achievement in the Sixth Grade," Journal of Educational 
Research, XLIX, No. 6 (1956), 447-53.
79McCarthy, "Possible Explanations."
8 0 lb id . ,  p. 157.
BlNaomi B. Sinks and Marvin Powell,  "Sex and In te l l ig e n c e  as 
Factors in Achievement in Reading in Grades Four through Eight,"  
Journal of Genetic Psychology, CVI, No. 1 (1965), 67-79.
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Some have asked, i f  the cause Is maturational why are  not the 
r e s u l t s  the  same in a l l  areas? I t  i s  commonly found t h a t  boys a t  a l l  
age leve ls  are general ly  super io r  to  g i r l s  in tasks involving numeri­
cal reasoning and spa t ia l  r e l a t i o n s h i p s . 82» 83
In Gates '8^ large survey of  reading achievement he found th a t  
not only are g i r l s '  reading scores  h igher  than boys' from t h i r d  through 
e ighth  grade,  but th a t  the gap a c tu a l ly  increases s l i g h t l y  in the 
higher grades .  He pointed out t h a t  t h i s  data supports an environmen­
t a l  r a th e r  than a physical explanation.
The method used to teach reading or the content  of  the  mate­
r i a l  used i s  many times pointed out as the cause. Turner85 evaluated 
the  in tens ive  use of  the (Science Research Association)  Reading 
Laboratory I l a  with seventh-graders fo r  i t s  e f f e c t  on reading achieve­
ment. No sex d if fe rences  were found in reading achievement gain .
In d i r e c t  opposit ion to th i s  s tudy,  S u m m e r s 8 6  evaluated a seventh-  
grade developmental reading program. The author s ta te d  t h a t  in almost 
every comparison analyzed, the females made s ig n i f i c a n t ly  g r e a te r  
gains than the males.
82Josef  E. Garai and Amram Scheinfeld ,  "Sex Differences in 
Mental and Behavioral T r a i t s , "  Genetic Psychology Monographs, LXXVII, 
Second Half (1968), 169-299.
83Lewis M. Terman and Leona A. Tyler ,  "Psychological Sex Dif­
f e rences ,"  Manual of Child Psychology, ed. by Carmichael, pp. 1064-1114.
84Gates, "Sex Differences ."
85Aaron L. Turner, " In tens ive  Use of the SRA Reading Labora­
to ry  a t  the  Seventh Grade Level," Journal of Reading, IX, Nol 6 (1965), 
397-98.
86[dward G. Summers, "An Evaluation of  Reading Growth and 
Retention Under Two Plans of  Organization for  Seventh Grade Develop­
mental Reading," Journal of  Reading, X, No. 6 (1967), 385-86.
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The method used many times involves the amount of a t ten t ion  
the teacher  has from the s tuden ts .  Lahaderne^? reported t h a t  school 
achievement a t  grade s ix  was r e la t e d  to a t t e n t io n .  A s im ila r  f inding 
was reported by Cobb^® fo r  fourth-grade pup i ls .  Turnure and Samuels^^ 
pointed out when measurements come th a t  l a t e  in the c h i l d ' s  academic 
c a re e r ,  one cannot be sure i f  ina t ten t iveness  may not represent  avoid­
ance behavior r e su l t in g  from academic f a i l u r e .  They conducted a 
s im i la r  study with f i r s t - g r a d e r s .  The s tudents  were observed to d e t e r ­
mine whether a t ten t iv en ess  (v isual  o r ien t ing  behavior or  d i rec t ion  of 
gaze) was r e l a t e d  to  reading achievement p r io r  to  the e f f ec t s  of 
long-term s u cc e ss - f a i lu re  school experiences and whether the expected 
superior  reading achievement of  g i r l s  was r e la t e d  to  observed a t t e n ­
t iveness  in the classroom. I t  was found th a t  g i r l s  were s ig n i f i c a n t ly  
more a t t e n t iv e  than beys and achieved higher word recognit ion scores.  
After  t h i s  study Turnure and Samuels concluded, " I t  should be pointed 
out to  teachers  t h a t  both high and low achievement appear to be r e l a t e d  
to  a t t e n t io n .  In s t ruc t iona l  success c l e a r ly  requ i res  t h a t  teachers 
secure and maintain the a t t e n t io n  of a l l  t h e i r  p u p i l s ."90
O^Henriette M. Lahaderne, "Att i tudina l  and In te l l e c tu a l  Corre­
l a t e s  of Atten t ion :  A Study of Four Sixth-Grade Classrooms," Journal 
of Educational Psychology, LIX, No. 5 (1968), 320-24.
BGjoseph A. Cobb, "Relat ionship of  Discre te  Classroom Behaviors 
to  Fourth-Grade Academic Achievement," Journal of  Educational Psychol­
ogy, LXIII, No. 1 (1972), 75-83.
^9james E. Turnure and S. Jay Samuels, "Attent ion and Reading 
Achievement in F i r s t  Grade Boys and G i r ls , "  (Research Report No. 43, 
Minnesota Univ. ,  Minneapolis,  Dec. 1972).
SOlbid.,  p. 7.
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Flaherty and Anderson^! claimed th a t  the s tory  content of 
most basal readers i s  more i n t e re s t in g  to  g i r l s  than to  boys.
Heilman wrote;
. . . s t e r i l e ,  r e p e t i t io u s  ("look,  oh, look, see baby play") 
vocabulary and the r ig id  conformist mood, tone,  and atmosphere 
contained in and conveyed by the  preprimers,  primers and ea r ly  
readers are considerably le s s  challenging to  boys than to 
g i r l s . 92
Dykstra and Tinney^^ summarized data  from the USOE Coopera­
t i v e  Research pro jec ts  and noted t h a t  sex d ifferences  in reading 
achievement in favor of g i r l s  are cons is ten t  regardless  of the method 
or mater ia ls  employed. In many of  these s tudies  one of the methods 
used was a basal t e x t  approach. This did not give the g i r l s  a la rger  
advantage over boys than any o ther  form of reading in s t ru c t io n .
The study by O'Donnel, G r i f f i n ,  and Norris^^ showed t h a t  actual 
syn tac t ica l  d i fferences  occur between the sexes. Though they could 
not f ind a cons is ten t  pa t te rn  in speech they concluded about p r in ted  
language, "Numerous d if fe rences  were observed in s t ruc tu res  and func­
t ions  in the language of boys and g i r l s  a t  the s ixth-grade leve ls  
s tudied ,  and a good many of them were large enough to be s t a t i s t i c a l l y
9lRose Flaherty and Howard B. Anderson, "Boys D iff icu lty  in 
Learning to Read," Elementary English, XLIII, No. 5 (1965), 471.
92Heilman, Principles and Practices , p. 39.
93R. Dykstra and R. Tinney, "Sex Differences in Reading 
Readiness—F i r s t  Grade Achievement and Second Grade Achievement," Read­
ing and Realism, XIII ,  No. 7 (1969), 623-28.
^^Roy C. O'Donnel, William J .  G r i f f in ,  and Raymond C. Norr is ,  
Syntax of Kindergarten and Elementary Children: A Transformational
Analysis , National Council of Teachers of English, NOTE Committee on 
Research, Bul le t in  No. 8,  p. 96.
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s ig n i f i c a n t . "  In th e i r  book, Reading Rights fo r  Boys, the authors 
s ta te d :
Disregarding the r e s t r i c t i o n s  of  the  pr in ted  forms of 
language, then ,  and considering only the  speech s t ruc tu res  
of boys and g i r l s ,  i t  would seem th a t  sex i s  not a f a c to r .
However, when wri t ten  language i s  examined, g i r l s  appear to  
be c l e a r ly  superior  to boys. That each sex is  equal to  the 
other  in oral language, but t h a t  d i f fe rences  occur in the 
wit ten  form, would ind ica te  s trongly  t h a t  the i n f e r io r  pos i t ion  
of boys i s  t h a t  f a u l t  o f  the in s t ru c t io n a l  p r o g r a m . 95
Female teachers may compare boys and g i r l s  in t h e i r  c lasses  
and give the g i r l s  preferred treatment.  Several researchers  have 
attempted to  measure d if fe rences  in reading achievement between boys 
and g i r l s  a f t e r  in s t ru c t io n  was provided to  sex-segregated groups. 
Wyatt^G conducted a study with f i r s t - g r a d e r s  by u t i l i z i n g  sex d i f ­
ferences as c r i t e r i a  fo r  grouping. No s ig n i f i c a n t  d if fe rences  were 
found among boys in d i f f e r e n t  teaching approaches. Gir ls  as a group 
did have higher scores than boys. Wyatt concluded th a t  the lag found 
among boys appears dependent upon f ac to rs  o the r  than grouping and 
teaching approach. Tagatz^? and S tanchf ie ld^^  both s tudied sex- 
segregated grouping. Test  r e s u l t s  revealed no s ig n i f i c a n t  d i f fe rences  
in reading achievement. The boys did not  learn  to read b e t t e r  as a 
r e s u l t  of  such grouping.
^^David E. Austin, Velma B. Clark, and Gladys W. F i t c h e t t ,  
Reading Rights fo r  Boys (New York: Appleton-Century-Crofts,  1970), 
p. 35.
^ % y a t t ,  "Reading Achievement," p. 665.
^^Glenn E. Tagatz,  "Grouping by Sex a t  the F i r s t  and Second 
Grade," Journal of Educational Research, LIX, No. 9 (1966), 415-18.
^^Stanchfield ,  "Sexual Factor ,"  p. 6.
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M c N e i l w a n t e d  to find i f  an assoc ia t ion  exis ted  between 
d i f f e r e n t i a l  teacher  behavior and s tudent  performance in beginning 
reading in s t ru c t io n .  An au to - in s t ru c t io n a l  program in reading was 
presented to  132 chi ldren  when they were in kindergarten. The c h i l ­
dren were te s ted  on word recogni t ion af terwards .  The same group then 
enrolled as f i r s t - g r a d e r s  and received in s t ru c t io n  from female teachers .  
Again, the s tudents  were tes ted  a f t e r  four  months of in s t ru c t io n  in 
addit ion to  being interviewed ind iv idua l ly .  Boys obtained s i g n i f i ­
cantly  higher scores than g i r l s  a f t e r  the programmed in s t r u c t io n ;  
however, a f t e r  exposure to  female teachers  in the f i r s t  grade the 
g i r l s '  reading s u p e r io r i ty  was noted. In add i t ion ,  analys is  of the 
taped interviews revealed th a t  boys received  more negative admonitions 
than g i r l s  and boys were given le ss  opportunity  to  read. McNeil 
infe rred  an assoc ia t ion  between teacher  behavior and poor male per­
formance in reading.  I t  might be noted th a t  McNeil's study could a lso  
demonstrate a d i f fe rence  in r e s u l t s  from two teaching approaches.
Davis and Slobodian^^^ te s ted  by observation to  see i f  teachers  
do discr iminate  ag a in s t  boys. They found they do not d iscr iminate  
against  boys during reading in s t r u c t io n .  However, they reported th a t  
pupils '  responses to  interview questions showed th a t  pupils  perceived 
both d i f f e r e n t i a l  teacher  t reatment (boys receive  more negat ive teacher
99john P. McNeil, "Programmed Ins t ruc t ion  Versus Usual Class­
room Procedures in Teaching Boys to Read," American Educational Research 
Journa l , I ,  No. 2 (1964), 113-19.
TOOg. L. Davis, J r .  and June Jonkinson Slobodian, "Teacher 
Behavior Toward Boys and Gir ls  During F i r s t  Grade Reading I n s t ru c t io n , "  
American Educational Research Journa l ,  IV, No. 3 (1967), 261-69.
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comments) and d i f f e r e n t i a l  achievement (boys read more poorly than 
g i r l s ) .  Good and BrophylOl conducted a s im i la r  study and a lso  found 
t h a t  teachers  extend equal treatment  to  boys and g i r l s  during reading.  
They did note  more teacher  c r i t i c i s m  over a l l  areas  of classroom l i f e  
because of " th e i r  more frequent  d i s ru p t iv e  behavior ."  Again s tudents  
perceived boys ge t t ing  more negat ive  treatment during reading. Good 
and Brophy feel  th i s  comes from a generalized halo e f f e c t .  They con­
cluded, "The f a c t  t h a t  g i r l s  learn  to  read f a s t e r  than boys cannot be 
traced  to  teacher  behavior during reading groups."
ClapTOZ found th a t  teacher  sex had no s ig n i f i c a n t  e f f e c t  on 
the  achievement of f i f th -g ra d e  boys or  on the a t t i t u d e s  t h a t  they 
expressed about school and classroom a c t i v i t i e s .  Arnold^^^ also  pro­
vided some information counter to  the puni t ive  female teacher  theory 
when he found no d i f ference  between marks given by male and female 
teachers .
The cu l tu ra l  cause i s  used many times to  explain the d i f fe ren ces .  
Probably the most popular study in t h i s  area was conducted by Preston^^^
lOlThomas L. Good and Je re  E. Brophy, "Questioned Equali ty  fo r  
Grade One Boys and G i r l s , "  Reading Teacher, XXV, No. 3 (1971), 247-52.
lOZpufus Carrel Clapp, "The Rela t ionship of Teacher Sex to 
F i f th  Grade Boys' Achievement Gains and A t t i tudes  Toward School," 
(unpublished Ed.D. d i s s e r t a t i o n ,  Stanford Univers i ty ,  1967).
lO^Richard Dean Arnold, "The Relat ionship  of Teacher 's  Sex to  
Assigned Marks and Tested Achievement Among Upper Elementary Grade 
Boys and Gir ls"  (unpublished Ph.D. d i s s e r t a t i o n .  University  of  Minne­
s o ta ,  1966).
l Q 4 R a i p h  c .  Preston,  "Reading Achievement of German and Ameri­
can Children,"  School and S o c ie ty , XC, No. 2214 (1962), 350-54.
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comparing the reading achievement of  German students  with t h a t  of 
American s tudents .  Fourth- and s ix th-grade  s tudents  were used in both 
coun tr ie s .  Each group of s tudents  took two reading t e s t s .  The Frank­
f u r t e r  Test and the Gates Reading Survey were t r a n s la t e d  so t h a t  each 
pupil took both t e s t s  in his  na t ive  language. When the mean scores 
were compared, i t  was found th a t  American g i r l s  excel led in reading 
over American boys. German boys read b e t t e r  than the German g i r l s .
He a lso  reported th a t  reading re ta rd a t io n  is  g rea te r  among boys in 
America and g r e a te r  among g i r l s  in Germany. Preston pointed out th a t  
the majori ty  of teachers  in Germany are male, which may suggest  more 
of  an emphasis in the German c u l tu re  on reading as a masculine a c t iv i ty .
After  Gates' study which was mentioned e a r l i e r  he noted:
The usual explanation fo r  the g i r l s '  s u p e r io r i ty  in reading 
i s  t h a t  they mature e a r l i e r .  The explanation seems un l ike ly ,  
f o r  the su p e r io r i ty  of the g i r l s  appears to  be, on the whole, 
as g rea t  in the upper grades as in the l o w e r . 105
Further  support fo r  c u l tu ra l  explanation of  the d i fferences  has 
been reported by A n d e r s o n l O S  vvho observed th a t  in Japan, where male 
chi ldren are given p re fe ren t ia l  a t t e n t io n  in both home and school,  the 
language development of boys i s  more advanced than t h a t  of  g i r l s .
Several researchers  have sought concrete evidence th a t  reading 
i s  viewed pr imarily  as a feminine a c t i v i t y .  Stein and S m i t h e l l s ^ O ?
lOSgates, "Sex Dif ferences ,"  p. 432.
lOGpaul S. Anderson, Language S k i l l s  in Elementary Education 
(New York: The MacMillan Company, 1964), p. 81.
lOYftletha Huston Stein  and Jancis  Sm ithe l ls ,  "Age and Sex
Differences in Children 's  Sex Role Standards About Achievement,"
Developmental Psychology, I ,  No. 3 (1969), 252-59.
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found th a t  second-, s i x t h - ,  and tw elf th -g raders ,  both boys and g i r l s ,  
ra ted  reading as a feminine a c t i v i t y .  Kagan^O^ found th a t  second- 
and th i rd -grade  children viewed objects  commonly found in the classroom 
as more c lea r ly  associated  with feminini ty  than with masculinity.  
MazurkiewiezlOS found th a t  a very large  majori ty of  fa the rs  and sons 
c l a s s i f i e d  reading as a feminine a c t i v i t y ,  and th a t  there  was a p os i ­
t i v e  co r re la t ion  between f a th e rs '  and sons'  opinions about reading.
I t  was a lso  found t h a t  boys who c l a s s i f i e d  reading as a feminine 
a c t i v i t y  tended to  be s l i g h t ly  less  able in reading than those who 
c l a s s i f i e d  reading as masculine. Dwyer^^^ found th a t  ch i ld re n 's  sex- 
ro le  standards about reading ( th e i r  perception of reading as an 
a c t i v i t y  appropriate to t h e i r  own sex) accounted for  a s ig n i f i c a n t  
amount of the var iance in t h e i r  reading achievement scores.  In addi­
t io n ,  both boys and g i r l s  in grades two through twelve tended to  r a t e  
reading as an a c t i v i t y  appropriate fo r  g i r l s .
The purpose here i s  not to  decide the cause of  d ifferences  in 
reading a b i l i t y  between boys and g i r l s  but to  conclude th a t  there  are 
several possible  causes. These could en ter  in to  how reading i s  taught 
and possibly  ind ica te  whether there  should be a d i f ference  in the way 
the sexes are taught.  In t h i s  study the boys and g i r l s  are compared
TOSjerome Kagan, "The Child 's  Sex Role C la s s i f ica t io n  of School 
Objects ,"  Child Development, XXXV, No. 4 (1964), 1051-56.
lOSAibert J .  Mazurkiewiez, "Social-Cultural Influences and 
Reading," Journal of Developmental Reading, I I I ,  No. 4 (1960), 254-63.
nOCarol A. Dwyer, "Children 's  Sex-role Standards and Sex-role 
I d e n t i f i c a t io n  and Their Relationship to Achievement" (unpublished 
Ph.D. d i s s e r t a t i o n .  University of C a l i fo rn ia ,  1972).
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in using oral d i r e c te d ,  w r i t ten  d i r e c te d ,  or nondirected reading.
Since there  i s  possib ly  a d i f fe rence  and the cause cannot be i s o l a t e d ,  
one method might be b e t t e r  f o r  one sex and another method fo r  the 
other  sex.
CHAPTER I I I  
PROCEDURES OF STUDY
Select ion of  Schools 
Certain elementary school s i t e s  within the Putnam City Public 
School System were chosen to  conduct the experiment. Putnam City i s  
a suburban school system in Oklahoma City ,  Oklahoma with 21,000 s tudents ,  
The schools are neighborhood schools with s tudents  coming from predom­
inan t ly  white middle- and upper-middle-class homes. Several c r i t e r i a  
were es tab l i shed  fo r  s e le c t ing  the elementary schools.  These c r i t e r i a  
e l iminated most of the th i r t e e n  elementary schools ava i lab le .  The 
c r i t e r i a  used to s e l e c t  the elementary schools were as fe l lows:
1. No a b i l i t y  grouping of s ix th-grade  s tudents .
2. No "open" concept schools.
3. Sixth grade must be depar tmentalized.
4. Must have a t  l e a s t  three classrooms of s ix th-grade s tuden ts .
5. All th ree  c la sses  must have the same reading teacher .
6. The s ix th  grade must use the Lavender Skywriters as t h e i r  basal
reading t e x t  f o r  t h e i r  s ix th-grade  c lasses .
Nine elementary schools were e l iminated.  Two were "open" con­
cept schools ,  one did not have th ree  s ix th -grade  c lasses  with the  same
reading teacher ,  and s ix  had s tudents  assigned to  classrooms because 
of  a b i l i t y ;  but four  met the c r i t e r i a  l i s t e d .  The s ix th-grade  s tudents  
from these  four  elementary schools formed the  population used in the
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experimental study. The s tudents  were randomly placed in classrooms 
a t  the  beginning o f  the year .
Select ion of  Subjects 
One of the c r i t e r i a  es tab l ished  and met by the four  elementary 
schools chosen f o r  the study was t h a t  they have a t  l e a s t  th ree  classes  
of s ix th-grade  s tuden ts .  Students from these  three c la sses  whose 
reading comprehension level was unusually low were el iminated to  permit 
a l l  s tudents  in the  study to  be using the same basic t e x t .  Those 
s ix th-grade students  repeating the s ix th  grade and those below the 
6.0 grade equivalent  on the p r e t e s t  administ ra t ion of the Gates-MacGinitie 
Reading Test (Survey D: Form IM) ware el iminated.
The p r e te s t s  were given during the  week of  February 4,  1974 
and the p o s t t e s t s  during the week of May 6,  1974. Each reading teacher 
gave the t e s t s  to  t h e i r  own students  following the manual exact ly .
They used the words indicated in the manual to  give in s t r u c t io n s .
This allowed each s tudent  to  receive  iden t ica l  i n s t ru c t io n s .
A search of  each s tu d e n t ' s  cumulative fo lde r  and the p r e t e s t  
adminis tra t ion of  the Gates-MacGin i t ie  showed th a t  the two c r i t e r i a  
eliminated several of the s tudents  a t  each school s i t e .  Table 1 shows 
tha t  a t o t a l  of 306 students  were te s ted  fo r  poss ib le  inclusion in the 
study. However, 74 f a i l e d  to meet the c r i t e r i a  which had been es ta b ­
l i shed ,  and the number of students  who q u a l i f i ed  was es tab l i shed  a t  232. 
These data  show t h a t  over 26 per cent of the s tudents  were eliminated 
from the group t e s t e d .  Of the 232 students  who q u a l i f i e d ,  14 were 
not ava i lab le  fo r  the p o s t t e s t .
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Instruments
The instrument chosen fo r  measuring the reading comprehension 
of  the s tudent  pa r t ic ip an ts  was the Gates-MacGinitie Reading Test 
(Survey D; Forms IM and 2M). Form IM of  the Gates-MacGinitie was 
given as a p r e t e s t  measure of  reading comprehension and as a screening 
device fo r  the  study p a r t i c ip a n ts .  Form 2M was given to  determine 
the p o s t t e s t  measure of  reading comprehension.
The r e l i a b i l i t y  and v a l i d i t y  of  the Gates-MacGinitie seem to  
be well e s tab l i sh ed .  In expressing confidence in the technical  manual 
Wantman w r i te s :  Q h e  technical manual] " i s  ex ce l len t  and extremely 
conservat ive ,  and the emphasis on p rac t ica l  s ign i f icance  as opposed 
to  s t a t i s t i c a l  s ign i f icance  i s  commendable."! Van Roekel says,  "The 
s tandard iza t ion  appears to have been c a re fu l ly  done. The t ryou t  
sample and norming group appear to  have been qu i te  a d e q u a t e . Powell 
s t a t e s ,  "As compared with o ther  general reading t e s t s ,  the Gates- 
MacGinitie Reading Tests would provide usable data  on achievement in 
comprehension, vocabulary, and speed.
iMorey J .  Wantman in Oscar K. Buros, e d . .  Sixth Mental Measure­
ment Yearbook (Highland Park, N. J . :  The Gryphon Press ,  1955), p. 1066.
^Byron H. Van Roekel in Oscar K. Buros, e d . ,  Seventh Mental 
Measurement Yearbook (Highland Park, N. J . : The Gryphon Press ,  1972),
p. 1082.
^William Powell, "Gates-MacGinitie Reading Tes t ,"  Journal of 
Educational Measurement, VI (Summer 1969), 114, quoted in Oscar K.
Buros, e d , .  Seventh Mental Measurement Yearbook (Highland Park, N. J . : 
The Gryphon Press ,  1972), p. 1083.
TABLE I
NUMBER OF SIXTH-GRADE STUDENTS IN EACH GROUP BOTH BEFORE 











NUMBERSBoys Gi r l  s Boys Girls Boys Gir ls Boys Gir ls
LAKE PARK
Before* 13 9 13 13 13 12 39 34 73
After** 10 7 10 11 10 11 30 29 59
TULAKES
Before 11 16 16 10 11 18 38 44 82
After 7 10 13 10 11 13 31 33 64
WINDSOR
HILLS
Before 12 12 14 9 15 7 41 28 69
After 9 8 11 8 13 7 33 23 56
HILLDALE
Before 17 12 14 13 14 12 45 37 82
After 11 7 9 8 9 9 29 24 53
TOTALS
Before 53 49 57 45 53 49 163 143 306
After 37 32 43 37 43 40 123 129 232
00
*Number of s tudents  BEFORE the screening procedures were conducted
**Number of s tudents  AFTER the screen procedures were completed
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The Technical Manual^ repor ts  the  a l t e r n a t e  form r e l i a b i l i t y  
fo r  the comprehension sec t ion  a t  .87 fo r  grade s ix .  The grade s ix  
comprehension sect ion s p l i t - h a l f  r e l i a b i l i t y  i s  reported to  be .95.
The co r re la t ion  between the  grade s ix  comprehension sec t ion  and the 
verbal I.Q. score on the  Lorge-Thorndike i s  .77.
The basal reader  used by the Putnam City Schools in s ix th  
grade is  Lavender Skywriters published by the  Economy Company. The 
s e r i e s  i s  one of the seven s ta te-adopted  t e x t s  in Oklahoma and i s  
used by 320 school systems in Oklahoma.
Prepara t ion of Lesson Plans
Three questions  were prepared over each s to ry .  These were 
used in the lesson plans fo r  the two d i re c te d  groups. The questions  
asked in manuals which use a more s p e c i f i c  questioning than the Economy 
s e r i e s  were used as a p a t te rn .  A panel of reading s p e c i a l i s t s  was 
used to  evaluate  the ques t ions .  The th ree  member panel ind iv idua l ly  
marked each question acceptable  or not acceptable .  Any question which 
was not marked acceptable by a l l  th ree  members was el iminated .  Each 
member had his own s e t  of questions and did not communicate with the 
other  members. S u b s t i tu te  questions were evaluated by the same panel.  
Acceptable was defined as a question which one would expect to  be used 
by reading experts  and teac h e r s '  manuals as a purpose-set t ing  question 
before students read the s to ry .
Directing reading f a l l s  in to  two general ca teg o r ie s ,  a more 
general motivation and s p e c i f i c  purpose-se t t ing  questions over the
^Arthur I .  Gates and Walter H. MacGinitie,  Technical Manual 
Gates-MacGinitie Reading Tests (New York: Teachers College P ress ,  1965),
p. 8.
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content  t h a t  i s  to  follow. Direction in t h i s  study included both 
ca tegor ies  fo r  each s to ry .  With the s p e c i f i c  questions which had been 
approved by the panel and the general motivation provided in the 
Economy manual the lesson plans were prepared.
The in s t ru c t io n s  fo r  teaching reading included the date each 
s to r y  was presented and the in s t ru c t io n s  fo r  teaching the lesson.
These lesson plans fo r  the s to ry  were based on the Teacher 's  Manual 
Lavender Skywriters . A s tep -by-s tep  procedure i s  provided in the 
manual. I t  i s  organized under four  headings; "Developing Word Per­
cep t io n ,"  "Developing Comprehension S k i l l s , "  "Reading the Selec t ion ,"  
and "Discussion and Rereading." The manual po in ts  out t h a t  the order 
of  presen ta t ion  should be ca re fu l ly  followed.
The lesson plan r e fe r r ed  the teacher  to  Teacher 's  Manual 
Lavender Skywriters fo r  the  "Developing Word Perception" sect ion .
This sect ion i s  designed to  teach word ana lys is  s k i l l s .  The method 
used and the degree to which a teacher  followed the manual's sugges­
t io n s  was not of major importance to t h i s  study.
The lesson plans fo r  a l l  three  groups had an exact  copy of 
Teacher 's  Manual Lavender Skywriters sec t ion  "Developing Comprehension 
S k i l l s . "  In s t ru c t io n s  in t h i s  sect ion do not involve content  of the 
s to ry .  All students  received  iden t ica l  in s t r u c t io n .  The lesson plans 
a l so  provided worksheets suggested in t h i s  sec t ion  of the manual.
"Reading the Select ion"  sect ion  of  the manual i s  designed to 
give the teacher  ideas about motivating s tudents  concerning the spe^ 
c i f i c  s to ry  t h a t  they are now ready to read. This sec t ion  in the 
lesson plans i s  ca l led  "Direc t ion ."  The "Direction" sec t ion  was d i f ­
f e r e n t  for  each of  the th ree  groups according to the teaching method.
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"Direct ion" fo r  oral d i rec ted  gave exact ly  the "Reading the 
Select ion" from the manual plus th ree  purpose-set t ing questions which 
were prepared with in s t ru c t io n s  to  ask these questions o r a l ly .  Follow­
ing i s  a copy of th i s  sect ion  from one lesson plan:
I I I .  D irect ion—
Have the pupils open Lavender Skywriters to  page 222, ask 
someone to  read the t i t l e  and date aloud and t e l l  anything 
important he knows about t h i s  period in American h is to ry .  Read 
the in troductory  statement aloud,  making sure the pupils  under­
stand the reference to the Boston Tea Party.  Then say,  "Writers 
of h i s to ry  c a n ' t  possibly t e l l  you everything th a t  happened in 
the p a s t ;  they have to s e l e c t  points  they th ink  wil l  i n t e r e s t  
the reader  and help him understand the people,  events ,  and con­
d i t io n s  during a c e r ta in  period.  The author of t h i s  s e le c t io n ,  
Dorothy Canfield Fisher ,  had a deep fee l ing  f o r  the colonial 
period and wanted to share i t  with young re ad e rs . "  On the board 
w r i te  the dates 1879-1958 and say,  "The author l ived during th i s  
period and she was born in Kansas. Yet once she said th a t  she 
had l ived  in Vermont ever  s ince  1763. As you read her account
of events  in Boston, perhaps you wil l  have th a t  same sense of
being p resen t ."
Say, "As you read the s to ry  look for  the answers to  these 
ques tions .
1. What were the people in Boston doing th a t  caused England to  
send so ld ie rs?
2. What name did the l i t t l e  boys ca l l  the B r i t i s h  so ld ie r s?
3. What did Paul Revere do to earn a l iving?"
"Direct ion" fo r  w r i t ten  d i re c ted  gave exact ly  the "Reading
the Select ion"  from the manual plus three  purpose-se t t ing  questions
which were prepared with in s t ru c t io n s  to wri te  these questions  on the
chalkboard. Following is  a copy of th i s  sect ion from one lesson plan:
I I I .  Direct ion—Have the following questions  on the chalkboard 
p r io r  to giving d i r e c t io n :
1. What were the people in Boston doing t h a t  caused England to 
send so ld ie rs?
2. What name did the l i t t l e  boys ca l l  the B r i t i s h  so ld ie rs?
3. What did Paul Revere do to earn a l iv ing?
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Have the pupils  open Lavender Skywriters to  page 222; ask 
someone to  read the t i t l e  and date aloud and t e l l  anything impor­
t a n t  he knows about t h i s  period in American h i s to ry .  Read the 
introductory statement  aloud,  making sure the pupils  understand 
the reference to  the Boston Tea Par ty .  Then say,  "Writers of 
h is to ry  c a n ' t  possibly  t e l l  you everything th a t  happened in the 
pas t ;  they have to  s e l e c t  points  they th ink wil l  i n t e r e s t  the 
reader  and help him to  understand the people, events and condi­
t ions  during a ce r ta in  per iod. The author of t h i s  s e l e c t io n ,  
Dorothy Canfield F ishe r ,  had a deep fee l ing  fo r  the colonial  
period and wanted to share i t  with young readers ."  On the board 
wri te  the dates  1879-1958 and say, "The author l ived  during th i s  
period and she was born in Kansas. Yet once she sa id  t h a t  she 
had lived  in Vermont ever s ince 1763. As you read her account 
of events in Boston, perhaps you will  have th a t  same sense of 
being present .
Say, "As you read the s to ry  look fo r  the answers to the 
questions on the board." Let a s tudent  read these  o r a l ly .
"Direction" fo r  nondirected in s t ruc ted  the teacher  to  give 
only the page number. Following i s  a copy of t h i s  sec t ion  from one 
lesson plan:
I I I .  Direct ion—
Make no comment, except,  "Please read the s to ry  on page 222."
Following the reading of  a s e le c t io n  the lesson plans gave 
the answers to the questions in the two d i rec ted  groups. Then for  a l l  
th re e  groups the "Discussion and Rereading" sec t ion  o f  the  t e a c h e r ' s  
manual was duplicated in the lesson plans. This sec t ion  i s  designed 
to  aid the pupi ls '  comprehension of the se lec t ion  and help the pupils 
form habi ts  of thoughtful and c r i t i c a l  reading.
On s ix  lessons ,  in s t ru c t io n s  in the lesson plans ca l led  for  
answering the questions in wri t ing  r a th e r  than o ra l ly  and then have a 
d iscussion to  follow. This gave each s tudent  an equal amount of prac­
t i c e  in comprehension t e s t i n g .  In summary, the lesson plans were 
iden t ica l  fo r  a l l  three groups except fo r  the "D irec t ion ."  They gave
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a l l  in s t ru c t io n  th a t  the t e a c h e r ' s  manual does when i t  involved com­
prehension s k i l l s .
Procedure
The method of teaching was randomly assigned to  each c lass .  
Step-by-s tep explanat ion was made through the lesson plan fo r  each 
method of  teaching the f i r s t  s to ry .  After  each had taught the f i r s t  
lesson ,  questions were answered and i t  was determined th a t  the lesson 
plans were followed.
The teachers  were to ld  to  follow exact ly  sect ions  I I ,  I I I ,  and 
IV of the lesson plans which a l l  involved comprehension s k i l l s .  This 
gave a l l  s tudents  an equal amount of  teaching in the area of compre­
hension except f o r  the item of concern, "Direct ion."  They were to ld  
of the importance of s tudents  not having access to the s to r i e s  p r io r  
to the in troduct ion  in c l a s s .  This made i t  necessary fo r  the teacher  
to keep the books.
These d i rec t ions  were a lso  given to  them in w r i t ing .  They 
were given a schedule in addit ion to each lesson plan having a date 
on i t .  A minimum of four checks on each teacher  were made during the 
experiment to insure th a t  the plan was being followed.
During the experiment s ix  d i f f e r e n t  comprehension t e s t s  were 
given to each c la s s .  Each of the comprehension t e s t s  was over one 
s to ry .  Copies of  these t e s t s  were supplied with the lesson plans.
The purpose was to  provide an equal amount of prac t ice  fo r  each sub jec t  
on taking comprehension t e s t s .  Also, t h i s  was another way of remind­
ing the teachers  th a t  t h e i r  progress was being checked.
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This experiment was conducted during the four calendar  months 
of February, March, A pr i l ,  and May of 1974. This cons t i tu ted  a to ta l  
of  s ix ty  days of  classroom in s t ru c t io n .
Data Analysis
The s t a t i s t i c a l  analys is  was performed on the raw scores taken 
from the reading comprehension sub tes t  of  the Gates-MacGinitie Reading 
T e s t . The f i r s t  s tep  in the data  analysis  procedures was to  compute 
the desc r ip t iv e  s t a t i s t i c s  fo r  each of  the groups.
To determine d i f f e ren ce s ,  three-way analysis  of covariance was 
computed. The .05 level of s ign i f icance  was adopted fo r  re jec t ion  of  
the null hypothesis .  The covariance design was chosen in order to 
obtain more prec ise  information on the treatment  e f f e c t s ,  and to equate 
the group means by the use of  a supplementary and cor re la ted  measure. 
The supplementary and co r re la ted  measure in t h i s  study was the p r e t e s t .  
The analys is  of covariance design enables the adjustment,  or correc­
t io n ,  of v a r i a b i l i t y  which may be due to  d i f ferences  between groups 
on the p r e t e s t ,  thus i so la t in g  the d if fe rences  which can be a t t r i b ­
uted to the treatment e f f e c t s .
The dependent var iab le  in the analysis  was the mean p o s t t e s t  
score obtained by each group. The covar ia te ,  or  control v a r ia b le ,  in 
each case was the mean p r e t e s t  score obtained by each group. Before 
using these d esc r ip t ive  s t a t i s t i c s  i t  was necessary to  determine any 
adjust, lent necessary because of  d i f f e r in g  sample s ize s .
Afte r  an analys is  of  p re te s t s  any d i f ferences  would indica te  
an adjustment using the tab le  of re s idua ls .  Then the p o s t t e s t  r e s u l t s
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were compared fo r  s ig n i f i c a n t  d i f fe ren ces .  All computations were made 
in accordance with two s t a t i s t i c a l  r e fe r e n c e s .5, 6
5James L. Bruning and B. L. Kintz,  Computational Handbook of  
S t a t i s t i c s  (Glenview, 111.: S c o t t ,  Forsman and Company, 1968).
^Robert G. D. Steel  and James H. T o r r ie ,  Pr inc ip les  and Proce­
dures of S t a t i s t i c s  (New York: McGraw-Hill Book Company, I n c . ,  I960).
CHAPTER IV 
RESULTS OF STUDY 
Analysis of Covariance Results
The d e sc r ip t iv e  s t a t i s t i c s  revealed the p r e t e s t  and p o s t t e s t  
means of the samples (Table 2).  The s t a t i s t i c a l  comparisons which 
follow determined any s ig n i f i c a n t  d i f ferences  ex i s t in g  between the 
means. I t  was not necessary to ad jus t  means as a r e s u l t  of d i f f e r in g  
sample s ize  because column and row marginal c e l l s  were homogeneous. 
F - ra t io s  of variances were not s ig n i f i c a n t ;  t h e r e fo re ,  homogeneity of 
var iance was determined. The analys is  of covariance technique was 
val id  fo r  the p resen t  design of the study for  determining s ig n i f i c a n t  
d i f fe rences  between groups.
TABLE 2
PRETEST AND POSTTEST MEANS OF EACH GROUP













46.08 46.00 46.11 43.11 44.00 48.14 45.10 46.40 43.91 46.36 44.17 43.42
42.80 42.70 47.50 47.20 43.30 45.30 42.57 42.29 45.89 45.33 46.82 46.27
40.56 45.44 45.86 47.29 46.00 46.78 41.25 45.75 44.77 48.08 43.43 43.88
44.75 45.75 46.43 46.14 44.88 46.38 45.29 47.29 44.14 47.43 45.00 46.33
Notes
Schools l i s t e d : Line 1 - B l Line 2--B2 Line 3—B3 Line 4—84
Y—P r e te s t ;  X—P o s t t e s t .




The means of the groups varied from about 40.5 to 48.08 
(Table 2). This information alone wil l  help the reader  to observe how 
the average s tudent in each group performed on the p re te s t s  and pos t ­
t e s t s ;  but Table 2 does not give the analys is  of covariance r e s u l t s  
necessary to  ind ica te  where s ig n i f i c a n t  d if ferences  existed  between 
the means.
Table 3 provides the analys is  of  covariance s t a t i s t i c a l  r e s u l t s  
fo r  accepting or r e je c t in g  the hypotheses s ta ted  in Chapter I I .  The 
three-way analys is  of  covariance analys is  of p r e te s t s  re su l ted  in no 
s ig n i f i c a n t  d i f fe rences  between methods, schools,  sex or in te ra c t io n s  
between the var iab les  a t  the .05 level of confidence.
TABLE 3
THREE-WAY ANALYSIS OF COVARIANCE: SOURCE OF VARIANCES 
FOR PRETEST (COVARIATE) SCORES
Source S3 df MS F
Level of 
Significance
Methods (1) 32.60 2 16.30 .07 p >.05
Schools (2) 66.00 3 22.00 .10 p >.05
Sex (3) 30.65 1 30.65 .14 p >.05
In te rac t ions  
1 X 2 148.52 6 24.75 .11 p >.05
1 X 3 125.90 2 62.95 .29 p >.05
2 x 3 43.64 3 14.54 .07 p >.05
1 x 2 x 3 2150.55 6 358.43 1.64 p >.05
Within 42,240.70 194 217.74
Total 44,838.56 217
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Since there  were no s ig n i f i c a n t  d i f fe rences  in the p re te s t  
s co res ,  the p r e te s t  means in Table 2 should be very close fo r  a l l  
groups. This i s  t rue  fo r  in te ra c t io n s  as well as those or ig inal groups. 
For example, the three methods had p r e t e s t  means of  45.01, 44.09, and 
44.82. Because these p r e t e s t  means were within a 1.0 raw score of each 
o th e r ,  no s ig n i f i c a n t  d i f fe rence  was expected in the F - ra t io  fo r  
methods (Table 3).
A three-way analys is  of var iance of  re s id u a ls  was not necessary, 
since the re  were no s ig n i f i c a n t  d i f fe rences  in the p r e te s t s .  Because 
no s i g n i f i c a n t  d i f ferences  were found in the p r e t e s t  scores ,  any s i g ­
n i f i c a n t  d i f fe rences  found in the p o s t t e s t  scores wil l  be accurate 
ind ica t ions  of  d if ferences  between methods, schools ,  or  sex. For exam­
p le ,  i f  p r e t e s t  d i f ferences  had been s ig n i f i c a n t  between methods, then 
any d i f fe rences  found between methods on the p o s t t e s t  would have been 
due, in p a r t ,  to the i n i t i a l  p r e t e s t  d i f fe rences .  But since no p re te s t  
d i f fe rences  were found (Table 3 ) ,  a three-way ana lys is  of variance of  
the p o s t t e s t  scores determined actual  d i f fe rences  between groups a t  
the end of the program (Table 4).
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TABLE 4
THREE-WAY ANALYSIS OF COVARIANCE: SOURCE OF VARIANCES 
FOR POSTTEST SCORES
Source SS df MS F
Level of 
Signif icance
Methods (1) 17.27 2 8.63 .47 p  >.05
Schools (2) 86.78 3 28.93 1.57 p  >.05
Sex (3) 25.25 1 25.25 1.37 p  >.05
In te rac t ions  
1 X 2 86.36 6 14.39 .78 p  >.05
1 x 3 76.47 2 38.23 2.08 p  >.05
2 x 3 100.46 3 33.49 1.82 p  >.05
1 x 2 x 3 154.82 6 25.80 1.40 p  > .05
Within 3568.88 194 18.40
Total 4116.29
No s ig n i f i c a n t  d i f fe rences  between the p o s t t e s t  scores o f  any 
of the groups were found. Therefore , there were no s ig n i f i c a n t  e f f e c t s  
of d i f f e r in g  methods, schools ,  or  sex on the p o s t t e s t  scores of the 
s tudents .  Although there were numerical gains from p r e t e s t  to p o s t t e s t  
among the groups, there were no s ig n i f i c a n t  d i f fe rences  in the pre-post  
means between the groups (Table 4) .  Since th i s  analys is  includes a l l  
sources and in te ra c t io n s ,  i t  was not necessary to  consider each sub­
hypothesis ind iv idual ly .
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Disposi t ion  of Hypotheses 
Because (a) the general hypothesis and a l l  t h i r t y  sub-hypotheses 
were s ta ted  in the null  form (hypothesizing no s ig n i f i c a n t  d i f f e ren ce ) ,  
and (b) no s ig n i f i c a n t  d i f fe rences  were found between any groups on the 
p re te s t s  and p o s t t e s t s ,  a l l  hypotheses were accepted as s ta t e d .
Table 4 can be used to  determine which sub-hypotheses were accepted 
during each phase of the three-way analys is  of  covariance.
Sub-hypotheses one, two and th ree  are  concerned only with method. 
The sex va r iab le  and school s i t e  var iab le  are not considered. These 
sub-hypotheses are  accepted because the level of  s ign i f icance  was not 
reached when method was considered. There was no s t a t i s t i c a l l y  s ig ­
n i f i c a n t  d i f fe rence  between p o s t t e s t  scores in reading comprehension 
of those s tudents  taught  by oral  d i re c te d ,  w r i t ten  d i re c ted  and non­
directed  reading.
Sub-hypotheses four through twelve are  dealing with any i n t e r ­
act ions concerning the method and sex of  the s tuden ts .  Since Table 4 
indicates  no s ig n i f i c a n t  d i f fe rence  in any in te ra c t io n  involving method 
and sex (1 x 3 ) ,  these  nine sub-hypotheses are  accepted.
The remainder of the sub-hypotheses, t h i r t e e n  through t h i r t y ,  
involves the method and school s i t e  va r iab les  (1 x 2) .  The acceptance, 
of these sub-hypotheses i s  indicated  by no S ignif icance in any i n t e r ­
action involving these v a r ia b le s . .
CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary
For the classroom teacher  to give d i rec t io n  in the form of 
motivation or purpose-set t ing  questions before students  read t h e i r  
basal t e x t  s to ry  i s  a common p rac t i c e .  The manuals to  accompany the 
t e x t s  recommend t h i s  procedure and those writing books on how to teach 
reading suggest th i s  procedure.
A few have questioned the  value of t h i s  pre-reading d i rec t io n .  
S u f f i c i e n t  research has been done in th i s  area to  a t  l e a s t  question 
complete acceptance of the f a c t  t h a t  i t  i s  be n e f ic ia l .  Some s tudies  
have f a i l e d  to  f ind any d i f fe ren ce  in the comprehension of  students  
who received th i s  d i rec t ion  before a s tory and those who did not 
receive  the d i r e c t io n .  A few found those who did not receive the 
d i re c t io n  had b e t t e r  comprehension than those who did.
Studies have been made in the past to determine whether .d irec­
t ion increases  the comprehension of a s tory .  The present  research was 
conducted to  determine whether continued use of  th i s  d i rec t io n  as p a r t  
of a teaching method with each s to ry  increases the s tuden ts '  general 
a b i l i t i e s  in reading comprehension. Three methods of introducing the 
s to r i e s  fo r  a semester were compared: (1) d i rec t ion  including motiva­
t iona l  information and purpose-se t t ing  questions a l l  given o ra l ly ;
(2) d i r e c t io n  including motivat ional information and purpose-set t ing
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questions given o r a l ly  with the ques tions a lso  in w r i t ing ;  and (3) 
no d i r e c t io n .
Included in the study was a comparison of the e f fec t iveness  
of these treatments  on male and female s tuden ts .  A comparison was 
a lso  made according to  the school which the s tudent  a ttended. This 
would take in to  account the teacher  giving the d i r e c t io n ,  s ince  each 
school had a classroom using each method and the same teacher  ins t ruc ted  
a l l  th re e  groups.
Subjects  f o r  the study were 218 s ix th-grade  s tudents  from four 
elementary schools .  All four of these schools are in the Putnam City 
School System, a suburban school system in Oklahoma City, Oklahoma.
The Gates-MacGinitie Reading Test (Survey D: Form IM) was
used as a p r e t e s t .  Form 2M of the same t e s t  was given as the  p o s t t e s t .  
An analys is  of covariance was the s t a t i s t i c a l  procedure used.
Conclusions
In a l l  comparisons made i t  was found th a t  the method of d i r e c ­
tion or nondirection made no s ig n i f i c a n t  d i f fe rence  a t  the .05 level 
on the reading comprehension a b i l i t i e s  o f  the s ix th-grade s tudents  
included in t h i s  study. This ind ica tes  t h a t  fo r  these s tudents  the 
following conclusions were reached:
1. There was equal advantage in giving oral d i rec t ion  before the 
s tudents  read th e i r  s t o r i e s  from t h e i r  basal t e x t .
2. There was equal advantage in giving wr i t ten  d i re c t io n  before 
the s tudents  read t h e i r  s to r i e s  from t h e i r  basal t e x t .
3. There was equal advantage in giving no d i rec t ion  before the 
s tudents  read th e i r  s to r i e s  from t h e i r  basal t e x t .
4. The e f fec t iveness  of  these approaches was not influenced by 
the sex of  the s tudent .
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5. The e f fec t iveness  of these approaches was not influenced by 
the home school of  the s tudent .
6. The ef fec t iveness  of  these approaches was not influenced by 
the teacher  of  the s tudent .
Recommendations
With the l im i ta t io n s  involved in any one study,  suggesting the 
change of  a procedure recommended by almost a l l  a u th o r i t i e s  would not 
be appropria te .  However, questioning the value of d i re c t io n  before 
the reading of a basal t e x t  s tory  does seem appropria te .  Especia l ly  
the value fo r  s ix th-grade s tudents  who read a t  or above grade level 
would be questioned. I f  t h i s  study were repeated and s im i la r  r e s u l t s  
were obtained,  the assumption of  value in d i rec t io n  could be challenged.  
The following changes are recommended in repeated s tu d ie s :
1. Use d i f f e r e n t  s tudents  in these s tud ies .
2. Use d i f f e r e n t  school systems in each study.
3. Use a d i f f e r e n t  basal t e x t  in each study.
4. Continue the study fo r  a year  r a th e r  than a semester in p a r t
of  the s tud ies .
5. Use d i f f e r e n t  methods of measuring growth in comprehension 
s k i l l s .
I f  the r e s u l t s  of  t h i s  study were val idated  with s im i la r  s tud ies  
there  would remain many o ther  s i tu a t io n s  in which d i re c t io n  before basal 
t e x t  s t o r i e s  might be b en e f ic ia l .  I t  would take s tud ies  in countless  
areas  before the concept of  d i re c t io n  would be challenged. Some of  
these would include:
1. Studies a t  a l l  grade leve ls .
2. Studies  involving students  reading below grade leve l .
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3. Studies Involving s tudents  from a v a r ie ty  of  backgrounds.
4. Studies in schools using a va r ie ty  of in s t ru c t io n a l  approaches.
5. Studies involving s tudents  with low socio-economic backgrounds.
6. Studies Involving s tudents  with d i f f e r e n t  learning handicaps.
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APPENDIX A 
PRETEST AND POSTTEST RAW SCORES
GATES-MACGINITIE READING TEST (SURVEY D: FORM IM AND 2M)
PRETEST AND POSTTEST RAW SCORES
SCHOOL #1
Method #1 Method #2 Method #3
Boys P r e te s t  P o s t t e s t Boys P re te s t P o s t te s t Boys P re te s t P o s t te s t
1 48 48 1 44 49 1 44 48
2 45 49 2 47 50 2 38 42
3 45 46 3 47 50 3 49 52
4 46 45 4 44 50 4 35 33
5 44 49 5 42 46 5 52 52
6 46 44 6 37 46 6 45 48
7 51 43 7 47 46 7 44 46
8 49 48 8 35 45
9 48 48 9 51 51
10 47 47 10 51 49
11 43 42 11 39 46
12 41 39
13 46 50
Girls Gi r l  s Gir ls
1 47 41 1 51 50 1 42 42
2 52 51 2 37 42 2 46 43
3 37 33 3 48 48 3 44 41
4 50 46 4 43 49 4 49 49
5 45 44 5 43 42 5 37 37
6 48 46 6 39 48 6 43 43
7 47 45 7 49 46 7 44 44
8 48 47 8 49 47 8 45 45
9 41 35 9 43 43 9 45 44
10 49 49 10 47 44
11 44 47
12 44 42
Method #1—Written Directed Method #2--0ral Di rected Method #3—Nondirected
•p>
GATES-MACGINITIE READING TEST (SURVEY D: FORM IM AND 2M)




P r e te s t
#1
P o s t te s t Boys
Method #2 
P re te s t  P o s t t e s t Boys
Method
P re te s t
#3
P o s t t e s t
1 44 40 1 35 37 1 42 42
2 40 44 2 41 49 2 47 47
3 38 41 3 44 48 3 50 47
4 19 15 4 32 32 4 47 45
5 32 30 5 48 48 5 47 45
6 51 48 6 47 48 6 49 52
7 41 42 7 52 52 7 48 51
8 44 47 8 41 41 8 42 43
9 44 46 9 43 46 9 41 36
10 45 44 10 50 52
Girls Gir ls Gir ls
1 50 50 1 37 42 1 49 50
2 43 43 2 48 49 2 48 43
3 46 45 3 48 46 3 45 49
4 47 46 4 45 40 4 49 49
5 47 43 5 40 38 5 44 47
6 48 49 6 48 49 6 48 49
7 47 48 7 32 32 7 45 39
8 50 50 8 47 46
9 47 48 9 47 48
10 50 50 10 50 49
11 43 40
Method #1—Written Directed Method #2—Oral Directed
GATES-MACGINITIE READING TEST (SURVEY D: FORM IM AND 2M)
PRETEST AND POSTTEST RAW SCORES
SCHOOL #3
Method #1 Method #2 Method #3
Boys P re te s t  P o s t t e s t Boys P re te s t P o s t t e s t Boys P re te s t P o s t t e s t
1 40 43 1 48 49 1 45 47
2 40 44 2 42 46 2 49 50
3 49 51 3 48 51 3 51 48
4 47 48 4 36 35 4 ■ 44 51
5 38 41 5 45 50 5 45 50
6 40 51 6 51 48 6 48 49
7 45 43 7 46 48 7 46 45
8 34 47 8 50 50 8 51 51





Girls Gi r l  s Gi r l  s
1 44 47 1 52 50 1 50 49
2 46 51 2 44 48 2 44 44
3 45 48 3 41 46 3 48 49
4 50 49 4 35 35 4 48 48
5 44 38 5 41 47 5 39 45
6 49 51 6 30 45 6 28 26
7 43 47 7 44 51 7 47 46
8 43 44
Method #1—Written Directed Method #2—Oral Directed Method #3—Nondirected
GATES-MACGINITIE READING TEST (SURVEY D: FORM IM AND 2M)




P re te s t
#1
P o s t t e s t Boys
Method #2 
P r e te s t  P o s t te s t Boys
Method
P re te s t
#3
P o s t te s t
1 45 48 1 42 44 1 47 47
2 40 46 2 50 51 2 47 48
3 43 39 3 45 46 3 49 50
4 48 47 4 42 47 4 45 44
5 44 44 5 45 45 5 30 46
6 44 45 6 44 46 6 46 49
7 48 50 7 47 44 7 45 48
8 46 47 8 44 48
Girls Gir ls Gir ls
1 50 47 1 37 44 1 47 46
2 43 48 2 47 43 2 45 45
3 46 41 3 48 48 3 51 48
4 49 49 4 46 47 4 38 48
5 41 40 5 45 51 5 44 47
6 51 50 6 48 48 6 48 46
7 45 48 7 46 50 7 48 46
8 43 44
9 41 47
Method #1—Written Directed Method # 2 " 0 r a l  Directed Method #3—Nondirected
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INSTRUCTIONS AND SCHEDULE OF PROJECT
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PROJECT INSTRUCTIONS
For the purpose of  my study i t  i s  very important t h a t  you 
follow exactly  the sect ions I I ,  I I I ,  and IV of the following lesson 
plans.
This i s  to be sure a l l  s tudents  receive  an equal amount of  
teaching in the area of comprehension except fo r  the item of concern, 
d i r e c t io n .
Since r a t e  of receiving in s t ruc t ion  could a lso  influence the 
outcome, I have enclosed a schedule. Please follow t h i s .
I t  i s  important th a t  s tudents  not have access to  these s to r i e s  
p r io r  to your introducing them in c la ss .  Please d o n ' t  allow them to 
take the books outside the classroom.
When the lesson plan c a l l s  for  ex tra  dupl ica ted work sheets 
or  t e s t s ,  I w i l l  provide the master of t h i s .
I wil l  be making spot v i s i t s  during the semester. Please ca l l  
me a t  any time you might have a question.
Thank you for  your cooperation.
Gary Shreck
Home: 751-3172













April  8-12 
April  15-19 
April 22-26 




#21 & 22 
#23 & 24 
#25 & 26 
#27 & 28 




#32 & 33 
#34 & 35 
#36 & 37 
#38 & 39 
P o s t te s t
APPENDIX C
letter of permission
ÛKUAHOMA C»TV 73129 A.TUANTA 3 0 3 2 *  INOtAMAPOUS *92*%
THE E C O N O M Y  C O M P A N Y
E d u c a t i o n a l  ‘P u b l i s h e r s
OKLAHOMA CITY, OKLAHOMA 
May 1 ,  1974
Mr. Gary L. Shreck 
Oklahoma C h r i s t i a n  C ollege  
Route 1 ,  Box 141 
Oklahoma C i ty ,  Oklahoma 73111
D ear Mr. Shreck:
T h is  i s  in  r e p ly  to  your l e t t e r  o f  A p r i l  26, 1974, r e q u e s t in g  
p e rm is s io n  to  use m a t e r i a l  from th e  t e a c h e r ' s  manual f o r  
LAVENDER SKYWRITERS in  le s s o n  p la n s  f o r  t e a c h e r s .
You have o u r  p e rm iss io n  to  use m a t e r i a l  from th e  manual in  the  
l e s s o n  p la n s  f o r  te a c h e r s  which would then  be an appendix  to  your 
d i s s e r t a t i o n ,  p ro v id e d ,  however, t h a t  you use th e  c o p y r ig h t  n o t i c e s  
i n  th e  a p p r o p r ia te  p la c e s  and acknowledge The Economy Company 
as  th e  p u b l i s h e r  o f  th e  m a te r i a l  and t h a t  the  m a te r i a l  n o t  be 
used  f o r  r e s a l e .
Y o u r s  t r u l y .
A -
D a v e  D.  P r i c e ,  C . E . O .
DDF : vm
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APPENDIX D
SAMPLE LESSON PLANS
(Composed pr imar i ly  of  copyrighted material 
from Economy Company)
84
Plan 20 Oral Directed
Page 106 Teacher 's  Manual 
Page 212 S tudent 's  Book 
Date: February 4-8
I .  Refer to  t e a c h e r ' s  manual fo r  Objectives,  Prepara tion,  and Develop­
ing Word Perception.  Have worksheets f o r  s tudents .
I I .  Developing Comprehension S k i l l s —
Say to  the p u p i l s ,  "When you read a s to ry  or an a r t i c l e ,  i t  is  
important to  observe the order  in which events take place. For 
example, in reading about the h is to ry  of the United S ta te s ,  i t  
would be confusing i f  you thought the Revolutionary War took place 
before Columbus made his  voyage to  the New World. Events in an 
a r t i c l e  or in a s to ry  are often to ld  in the order in which they 
occurred. Sometimes, however, a w r i te r  may t e l l  about one se r ie s  
of events and then r e f e r  to something th a t  happened a t  a preceding 
time. To understand the sequence of events ,  the reader must be 
a l e r t  to  words and phrases t h a t  ind ica te  t ime."
Give each pupil a dupl icated work sheet .  Explain th a t  i t  con­
ta in s  a s to ry  followed by a l i s t  of the events in the s to ry .  Point 
out t h a t  the events are not l i s t e d  in the proper sequence. Tell  
the pupi ls  to read the se lec t ion  s i l e n t l y  and to follow the d i r e c ­
t io n s .
After  everyone has completed the work shee t ,  l e t  volunteers  
read the se lec t ion  aloud, t e l l  how they numbered each event,  and 
then read the l i s t  of  events in order.
I I I .  D irec t ion— Have the children turn  to page 212 and l e t  someone 
read the t i t l e ,  d a te s ,  and in troductory  statement aloud. Say,
"As you read the s to ry  look fo r  the answers to these questions:
1. How did the man pic tured on page 213 convince the so ld ie r s  not 
to  take him capt ive?
2. What symbol was used by runners to t e l l  t h a t  a l l  was well?
3. What did the Spaniard do th a t  made the Indians decide not  to 
k i l l  him and his  friends?"
IV. Discussion and Rereading—Point out the answers to the purpose- 
s e t t i n g  ques tions.
1. Offered ten boys as s u b s t i tu te s
2. Wooden Cross
3. Used knowledge of medicine to  cure Indian making them bel ieve  
magic was involved.
Continue with the manual questions.
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1. How did the f i r s t  Africans shipped to Portugal happen to  become 
captives? (were traded by captured Moor in re turn  for  his f r e e ­
dom) Why were the Portuguese s a i l in g  in African waters? ( to  
f ind sea route  to Orient around southern t i p  of Africa)
2. What did his shipmates ca l l  the p i l o t  t h a t  Columbus hired for  
the f i r s t  voyage from Spain? (El Negro) What did El Negro 
accomplish a f t e r  serving as a p i l o t  f o r  Columbus? ( f i r s t  suc­
cessful  voyage across the A t lan t ic  fo r  purely commercial reasons)
3. What evidence indicated th a t  Africans might have found the New 
World before Europeans arr ived  there? (When Spanish explorers  
landed in South America, they found men and women who looked 
l i k e  Africans and who used some African words)
4. What did Cortez and his so ld ie r s  bring to  Mexico? (Chr is t ian  
re l ig io n  and the horse) Who probably tended and reaped the f i r s t  
crop of wheat to be grown in the New World? (Negro so ld ie r  in 
army of Cortez)
5. From whose po in t  of view were the h i s t o r i e s  and reports  of expe­
d i t io n s  to the New World wr i t ten?  ( leaders  and o f f i c i a l s  who 
wrote them) How might they have d i f f e re d  i f  they had been 
w r i t ten  by o ther  men who took p a r t  in the expedit ions?
(opinions)
5. How did Cabeza de Vaca and the three men shipwrecked with him
gain a repr ieve  from death a t  the hands of the Indians? (by 
show of magic and by curing s ick  Indian)
7. Why did Cortez choose Estevan as a guide in the search fo r  the 
Seven C i t ie s  of  Cibola? (because Estevan had accompanied Cabeza 
de Vaca on his  e igh t-year  journey from Florida  to Mexico) What 
did Estevan find? (one of the g rea t  pueblo c i t i e s  in what i s  
now New Mexico)
8. What did you f ind out from reading th i s  a r t i c l e  t h a t  you did not 
know before? (personal experiences)
To help pupils observe sequence, ask questions s im i la r  to the following:
1. did Columbus make his voyage to the New World before or a f t e r  
Africans were f i r s t  shipped to Portugal? ( a f te r )
2. Did El Negro make his trading t r i p  before or a f t e r  Columbus made 
his  th i rd  voyage? ( a f te r )
3. Did Cortez invade Mexico before or a f t e r  he searched fo r  the 
Seven C i t ie s  of Cibola? (before)
4. Did Estevan accompany Cortez before or  a f t e r  being shipwrecked 
with Cabeza de Vaca? ( a f t e r )
V. Refer to  t e a c h e r ' s  manual fo r  Indiv idual iz ing  In s t ru c t io n .
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Plan 20 Written Directed
Page 106 Teacher 's  Manual 
Page 212 Student 's  Book 
Date: February 4-8
I .  Refer to  t each e r ' s  manual fo r  Objec t ives ,  Preparat ion ,  and Develop­
ing Word Perception. Have worksheets f o r  s tudents .
I I .  Developing Comprehension S k i l l s —
Say to  the p u p i l s ,  "When you read a s to ry  or an a r t i c l e ,  i t  i s  
important to  observe the order in which events take place .  For 
example, in reading about the h i s to ry  o f  the United S t a t e s ,  i t  
would be confusing i f  you thought the Revolutionary War took place 
before Columbus made his  voyage to  the New World. Events in an 
a r t i c l e  or  in a s to ry  are of ten  to ld  in the order in which they 
occurred. Sometimes, however, a w r i t e r  may t e l l  about one se r ie s  
of events and then r e f e r  to  something t h a t  happened a t  a preceding 
time. To understand the sequence of even ts ,  the reader  must be 
a l e r t  to  words and phrases t h a t  in d ic a te  t ime."
Give each pupil a duplicated  work sheet .  Explain t h a t  i t  con­
ta in s  a s to ry  followed by a l i s t  of  the  events in the s to ry .  Point 
out t h a t  the events are not l i s t e d  in the proper sequence. Tell
the pupils  to read the s e le c t io n  s i l e n t l y  and to follow the d i re c ­
t io n s .
After  everyone has completed the work sh ee t ,  l e t  volunteers 
read the se lec t ion  aloud, t e l l  how they numbered each event ,  and 
then read the l i s t  of events in o rder .
I I I .  Direct ion—Have the following quest ions  on the chalkboard p r io r  to 
giving d i re c t io n :
1. How did the man pictured on page 213 convince the so ld ie r s  not 
to take him captive?
2. What symbol was used by runners to  t e l l  t h a t  a l l  was well?
3. What did the Spaniard do th a t  made the Indians decide not to 
k i l l  him and his  f r iends?
Have the children turn  to  page 212 and l e t  someone read the t i t l e ,  
da te s ,  and introductory s tatement  aloud.  Say, "As you read the 
s to ry  look for  the answers to the questions  on the board." Let a 
s tudent read these o r a l ly .
IV. Discussion and Rereading--Point out the  answers to the purpose- 
s e t t in g  ques tions.
1. Offered ten boys as s u b s t i tu t e s
2. Wooden cross
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3. Used knowledge o f  medicine to  cure Indian making them believe 
magic was involved.
Continue with the manual ques t ions .
1. How did the f i r s t  Africans shipped to  Portugal happen to become 
captives? (were traded by captured Moor in re turn  fo r  his  
freedom) Why were the Portuguese s a i l in g  in African waters?
( to  f ind sea rou te  to  Orient  around southern t i p  of Africa)
2. What did his shipmates ca l l  the p i l o t  th a t  Columbus hired fo r  
the f i r s t  voyage from Spain? (El Negro) What did El Negro 
accomplish a f t e r  serving as a p i l o t  fo r  Columbus? ( f i r s t  suc­
cessful  voyage across A t lan t ic  fo r  purely commercial reasons)
3. What evidence indica ted  th a t  Africans might have found the New 
World before Europeans arr ived  there?  (When Spanish explorers  
landed in South America, they found men and women who looked 
l ik e  Africans and who used some African words)
4. What did Cortez and his  so ld ie r s  bring to Mexico? (Chris t ian  
re l ig io n  and the horse) Who probably tended and reaped the 
f i r s t  crop of wheat to  be grown in the New World? (Negro 
s o ld ie r  in army of  Cortez)
5. From whose point  of view were the h i s to r i e s  and reports  of 
expedi tions  to the New World wr i t ten?  ( loaders  and o f f i c i a l s  
who wrote them) How might they have d i f f e red  i f  they had been 
w r i t ten  by other  men who took pa r t  in the expedit ions?  (opinions)
6. How did Cabeza de Vaca and the th ree  men shipwrecked with him 
gain a repr ieve  from death a t  the hands of the Indians? (by 
show of  magic and by curing s ick Indian)
7. Why did Cortez choose Estevan as a guide in the search fo r  the 
Seven C i t ies  of  Cibola? (because Estevan had accompanied Cabeza 
de Vaca on his e igh t -yea r  journey from Florida to Mexico) What 
did Estevan f ind? (one of g rea t  pueblo c i t i e s  in what is  now 
New Mexico)
8. What did you f ind  out from reading t h i s  a r t i c l e  t h a t  you did not 
know before? (personal experiences)
To help pupils  observe sequence, ask ques tions  s im i la r  to the following:
1. Did Columbus make his  voyage to the New World before or a f t e r  
Africans were f i r s t  shipped to  Portugal? ( a f t e r )
2. Did El Negro make his  trading t r i p  before or  a f t e r  Columbus made 
his  th i rd  voyage? ( a f t e r )
3. Did Cortez invade Mexico before or  a f t e r  he searched for  the 
Seven C it ies  of  Cibola? (before)
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4. Did Estevan accompany Cortez before or a f t e r  being shipwrecked 
with Cabeza de Vaca? ( a f t e r )
V. Refer to  t e ac h e r ' s  manual fo r  Individual iz ing In s t ru c t io n ,
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Plan 20 Nondirected
Page 106 Teacher 's Manual 
Page 212 Studen t 's  Book 
Date: February 4-8
I .  Refer to  t e a c h e r ' s  manual f o r  Objectives,  Prepara t ion ,  and Develop­
ing Word Perception. Have work sheets for  s tudents .
I I .  Developing Comprehension S k i l l s —
Say to  the pup i l s ,  "When you read a s to ry  or an a r t i c l e ,  i t  i s  
important to  observe the order  in which events take place.  For 
example, in reading about the h is to ry  of the United S t a t e s ,  i t  
would be confusing i f  you thought the Revolutionary War took place 
before Columbus made his voyage to  the New World. Events in an 
a r t i c l e  or in a s to ry  are of ten told  in the order  in which they 
occurred. Sometimes, however, a wr i te r  may t e l l  about one se r ie s  
of events and then r e f e r  to  something tha t  happened a t  a preceding 
time. To understand the sequence of events,  the reader  must be 
a l e r t  to words and phrases t h a t  indicate  t ime."
Give each pupil a duplicated work sheet.  Explain t h a t  i t  con­
ta in s  a s to ry  followed by a l i s t  of the events in the s to ry .  Point
out th a t  the events are not l i s t e d  in the proper sequence. Tell
the pupils to  read the s e lec t ion  s i l e n t l y  and to follow the d i re c ­
t ions .
After everyone has completed the work shee t ,  l e t  volunteers
read the s e lec t ion  aloud, t e l l  how they numbered each even t ,  and
then read the l i s t  of  events in order.
I I I .  Di r e c t i  on—Make no comment except ,  "Please read the s to ry  on page 
212 ."
IV. Discussion and Rereading—
1. How did the f i r s t  Africans shipped to Portugal happen to become 
captives? (were traded by captured Moor in re tu rn  fo r  his f r e e ­
dom) Why were the Portuguese s a i l ing  in African waters? (to 
find sea route to Orient around southern t i p  of Africa)
2. What did his shipmates ca l l  the p i l o t  t h a t  Columbus hired for
the f i r s t  voyage from Spain? (El Negro) What did El Negro 
accomplish a f t e r  serving as a p i l o t  for  Columbus? ( f i r s t  suc­
cessful  voyage across A t lan t ic  fo r  purely commercial reasons)
3. What evidence indicated  th a t  Africans might have found the New 
World before Europeans arr ived  there? (When Spanish explorers 
landed in South America, they found men and women who looked 
l ike  Africans and who used some African words)
4. What did Cortez and his  so ld ie rs  bring to  Mexico? (Chris t ian 
re l ig ion  and the horse) Who probably tended and reaped the 
f i r s t  crop of wheat to  be grown in the New World? (Negro s o l ­
d ie r  in army of Cortez)
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5. From whose point  of view were the h i s to r i e s  and reports  of 
expedi tions  to the New World w r i t ten ?  (leaders and o f f i c i a l s  
who wrote them) How might they have d i f fe red  i f  they had been 
w r i t ten  by other  men who took pa r t  in the expedit ions? (opin­
ions)
6. How did Cabeza de Vaca and the th ree  men shipwrecked with him 
gain a reprieve from death a t  the hands of the Indians? (by 
show of  magic and by curing s ick  Indian)
7. Why did Cortez choose Estevan as a guide in the search fo r  the 
Seven Cit ies  of  Cibola? (because Estevan had accompanied 
Cabeza de Vaca on his e igh t -yea r  journey from Florida to Mexico) 
What did Estevan find? (one of the g rea t  pueblo c i t i e s  in what 
i s  now New Mexico)
8. What did you f ind  out from reading t h i s  a r t i c l e  t h a t  you did 
not know before? (personal experiences)
To help pupils  observe sequence, ask questions s im i lar  to the following:
1. Did Columbus make his voyage to the New World before or a f t e r  
Africans were f i r s t  shipped to Portugal?  ( a f t e r )
2. Did El Negro make his t rad ing  t r i p  before or a f t e r  Columbus 
made his th i rd  voyage? ( a f t e r )
3. Did Cortez invade Mexico before or a f t e r  he searched fo r  the 
Seven Cit ies  of  Cibola? (before)
4. Did Estevan accompany Cortez before or  a f t e r  being shipwrecked 
with Cabeza de Vaca? ( a f t e r )




"Tell me a s to ry , "  my daughter begged. "Tell about when you were 
a l i t t l e  g i r l . "
My mind went back over the years .  Until I was e ig h t  years  o ld ,  my
family and I l ived in the c i t y .  But I remember bes t  our l i f e  a f t e r  we
moved to the farm.
My daughter in te r rup ted  my thoughts.  "Tell about the tornado," 
she ordered.
"But you've heard t h a t  s to ry  before,"  I pro tes ted .
"I d o n ' t  care ;  I want to  hear i t  again,"  she i n s i s t e d .
"Well, a l l  r i g h t , "  I began. " I t  was our f i r s t  summer on the farm.
That morning the a i r  was heavy and s t i l l .  'There 's  going to  be a storm,
A l ice , '  my mother to ld  me.
"Before long,  dark bo i l ing  clouds f i l l e d  the sky. Suddenly one of
them dipped toward the ground. ' I t ' s  a tornado fu n n e l , '  my f a th e r
cr ied .  'Run to the storm c e l l a r . '
"I was almost to the c e l l a r  when I remembered my dog. In the con­
fusion of the storm no one saw me run back to the house. I found the 
dog under a bed. But j u s t  as I crawled under the bed to  ge t  him, the 
tornado s truck .
"When my parents  found us ,  we were s t i l l  the re ,  too f r ightened to 
move. The tornado had blown the roof  o f f  our house, but the bed had 
protected the dog and me from i n j u r y . "
"I wish I could l iv e  on a farm," my daughter sa id .
Number the events to  show t h e i r  sequence in time.
  Alice and her parents moved to  a farm.
  A l ice ' s  daughter wished she could l iv e  on a farm.
  A l ice ' s  mother predic ted  th a t  a storm was coming.
  Alice s t a r t e d  fo r  the storm c e l l a r  but ran back fo r  her dog.
  Suddenly one of the clouds dipped toward the ground.
  The tornado blew the roof  o f f  the house.
  Alice and her parents l ived  in the c i t y .
  Alice to ld  her daughter  a s to ry .
  A l ice ' s  parents  found her and the dog under the bed.
92
"Both Sides Get Their Backs Up"
Plan 21 Oral Directed
Page 111 Teacher 's  Manual 
Page 222 Student 's  Book 
Date: February 11-15
I .  Refer to  teach e r ' s  manual fo r  Object ives ,  P repara t ion ,  and Develop­
ing Word Perception. Write the following on the board:
His tory  i s  in te re s t in g  because i t  i s  about people.
Although I'm s leepy, I d o n ' t  want any coffee.
After  i t  ra ins  tomorrow, the grass wil l  turn green.
I have no brothers or s i s t e r s ;  t h e r e fo r e , I am lonely .
Until  people have b e t t e r  sense,  there ought to be a law against 
smoking.
I I .  Developing Comprehension S k i l l s —
Write "assumption" on the board; l e t  someone pronounce the word 
and t e l l  what i t  means (something taken fo r  g ran ted ) .  Say, "A w r i te r  
of ten  makes a statement t h a t  i s  a conclusion, and he may not indicate  
how he reached i t .  I t  i s  helpful to  a reader  in deciding whether to 
accept  or r e j e c t  the statement to think about the assumptions the 
w r i t e r  made in reaching his  conclusion." Explain t h a t  the sentences 
on the board can help the pupils  understand how they can iden t i fy  
assumptions th a t  w r i te rs  make. Continue, "In the f i r s t  sentence the
w r i t e r  assumes th a t  anything about people i s  i n t e r e s t i n g .  Now i f
you are  f a r  more in t e r e s t e d  in rocks or animals than in people, you 
may disagree with his  conclusion."  Help the pupils  recognize the 
assumptions in the second and th i rd  sentences (coffee  will reduce 
my s leep iness ;  i t  wil l  ra in  tomorrow).
In working with the four th  sentence, exp la in ,  "Sometimes you 
may agree with a w r i t e r ' s  statement but disagree with his assumption. 
In t h i s  sentence I might agree th a t  the w r i te r  i s  lone ly ,  but I might 
d isagree  th a t  having no brothers  or s i s t e r s  i s  the  reason. After a l l ,  
I know lo ts  of people who have no brothers  or s i s t e r s ,  and most of 
them are not lonely ."  Before the pupils work with the l a s t  sentence,  
po in t  out tha t  often assumptions cannot be id e n t i f i e d  by reading the 
sentence but only by th inking;  a lso  point  out t h a t  there  may be 
several  assumptions fo r  one conclusion. Let the pupils  suggest 
assumptions th a t  the w r i t e r  of the sentence made, but make sure they 
recognize tha t  he apparently  assumes th a t  smoking i s  harmful, t h a t  
a law would keep people from smoking, t h a t  laws proh ib i t ing  people 
from harming themselves are d es i r ab le ,  and th a t  people will  even­
t u a l l y  have b e t t e r  sense than they do now. I f  time permits,  l e t  
volunteers  give statements  based on assumptions and l e t  others t r y  
to  i d e n t i fy  the assumptions.
I I I .  D irec t ion—
Have the pupils open Lavender Skywriters to  page 222, ask some­
one to  read the t i t l e  and dates aloud and t e l l  anything important
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he knows about t h i s  period in American h i s to ry .  Read the i n t r o ­
ductory statement aloud, making sure the pupils  understand the 
reference to  the Boston Tea Party. Then say,  "Writers of  h is tory  
c a n ' t  possibly t e l l  you everything th a t  happened in the p a s t ,  they 
have to s e le c t  points  they th ink will  i n t e r e s t  the reader  and help 
him understand the people, events ,  and condit ions during a cer ta in  
period. The author  of t h i s  s e le c t io n ,  Dorothy Canfield F isher ,  
had a deep fee l ing  fo r  the colonial  period and wanted to  share i t  
with young readers ."  On the board wri te  the dates  1879-1958 and 
say, "The author l ived during th i s  period and she was born in 
Kansas. Yet once she sa id  t h a t  she had l ived in Vermont ever since 
1763. As you read her account of events in Boston, perhaps you 
will  have th a t  same sense of  being present ."
Say, "As you read the s to ry  look for  the answers to  these 
questions:
1. What were the people in Boston doing t h a t  caused England to  
send so ld ie r s?
2. What name did the l i t t l e  boys ca l l  the B r i t i sh  s o ld ie r s?
3. What did Paul Revere do to earn a l iv ing?"
IV. Discussion and Rereading--Point out the answers to  the purpose- 
s e t t ing  questions .
1. s t r e e t  marching
2. lobs te r  back
3. made s ilverware
Continue with the manual ques tions .
1. What was the B r i t i sh  viewpoint about who should pay fo r  the war 
agains t  the French? ( t h a t  co lon is ts  ought to  pay because war 
had been ca r r ied  on to take care of them, not the B r i t i sh )  
According to the Americans, what was wrong with t h i s  viewpoint? 
(did not account fo r  money Americans had spent fo r  colonial
troops to help B r i t i s h ;  did not bring out t h a t  B r i t i s h  Empire
had won much land and t h a t  many Englishmen had made for tunes)
2. Find places in the account th a t  l e t  you know the author  was 
sympathetic with the B r i t i sh  people as well as with the Ameri­
cans. (page 225, l ines  19-23; page 226, l in e s  13-16; l ine  26, 
page 228, through l in e  9,  page 229; page 232, l in es  1-6)
3. When the B r i t i sh  Parliament removed the Stamp Act,  what assump­
t ions  did the Americans make? ( th a t  B r i t i s h  agreed with them 
th a t  nobody should pay taxes he had not voted on; t h a t  danger 
of war was over) Were t h e i r  assumptions cor rec t?  (no)
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Ask the pupils to t e l l  whether they th ink the author approves or 
disapproves of  a government in which the power is  in the hands of 
a ru le r  r a th e r  than in the hands of the people. Then have them 
reread the l a s t  paragraph on page 225 and the f i r s t  two l ines  a t  
the top of page 226 fo r  words and phrases tha t  influence the way 
they feel  about ru le rs  a t  t h a t  time in his tory  ( l i t t l e  kings and 
dukes . . . held on t i g h t  to a l l  the power they could g e t ;  one-man 
job; idea was boi l ing;  ru le r s  s a t  on the l id  of the t e a k e t t l e ) .
End the discussion by asking whether anybody knows what Evacuation 
Day i s  and when and where i t  i s  ce lebrated .  I f  no one knows, t e l l  
them th a t  on March 17, 1776, George Washington won the c i t y  of 
Boston back from the B r i t i sh  and to  t h i s  day the people of Boston 
s e t  March 17 aside to ce leb ra te  the evacuation of the redcoats .
V. Refer to t e ac h e r ' s  manual fo r  Indiv idualiz ing In s t ru c t io n .
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"Both Sides Get Their Backs Up"
Plan 21 Written Directed
Page 111 Teacher's Manual 
Page 222 Student 's  Book 
Date: February 11-15
I .  Refer to tea ch e r ' s  manual fo r  Object ives,  P repara t ion ,  and Develop­
ing Word Perception. Write the following on the board:
His tory is  i n t e re s t in g  because i t  i s  about people.
Although I'm s leepy,  I d o n ' t  want any coffee.
After  i t  ra ins  tomorrow, the grass wil l  turn green.
I have no brothers or  s i s t e r s ;  th e r e fo re , I am lonely .
Until people have b e t t e r  sense,  there  ought to be a law against 
smoking.
I I .  Developing Comprehension S k i l l s —
Write "assumption" on the board; l e t  someone pronounce the word
and t e l l  what i t  means (something taken for  g ran ted) .  Say, "A w r i te r
of ten  makes a statement t h a t  is  a conclusion, and he may not in d i ­
cate  how he reached i t .  I t  is  helpful to  a reader  in deciding whether 
to accept or r e j e c t  the statement to think about the assumptions the 
w r i te r  made in reaching his conclusion." Explain t h a t  the sentences 
on the board can help the pupils  understand how they can iden t i fy  
assumptions t h a t  w r i te r s  make. Continue, "In the f i r s t  sentence the 
w r i te r  assumes th a t  anything about people is  i n t e r e s t i n g .  Now i f  
you are f a r  more in te re s ted  in rocks or animals than in people, you 
may disagree with his conclusion."  Help the pupi ls  recognize the 
assumptions in the second and th i rd  sentences (coffee  wil l  reduce 
my s leepiness ;  i t  w i l l  ra in  tomorrow).
In working with the fourth sentence, exp la in ,  "Sometimes you may 
agree with a w r i t e r ' s  statement but disagree with h is  assumption.
In th i s  sentence I might agree t h a t  the w r i te r  i s  lone ly ,  but I 
might disagree t h a t  having no brothers  or s i s t e r s  i s  the reason.
After  a l l ,  I know lo t s  of people who have no bro thers  or s i s t e r s ,  
and most of them are not lonely ."  Before the pupils  work with the 
l a s t  sentence, point  out t h a t  often assumptions cannot be i d e n t i ­
f ied  by reading the sentence but only by th inking;  a lso  point out 
t h a t  there may be several  assumptions fo r  one conclusion.  Let the 
pupils  suggest assumptions t h a t  the w r i te r  of the sentence made, 
but make sure they recognize t h a t  he apparently assumes th a t  smok­
ing i s  harmful, t h a t  a law would keep people from smoking, th a t  
laws prohib it ing people from harming themselves are d es i r ab le ,  and 
t h a t  people wil l  eventual ly  have b e t t e r  sense than they do now.
I f  time permits ,  l e t  volunteers  give statements based on assumptions 
and l e t  others t ry  to iden t i fy  the assumptions.
I I I .  Direct ion—Have the following questions on the chalkboard p r io r  to 
giving d i re c t io n :
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1. What were the people in Boston doing th a t  caused England to  
send so ld ie r s?
2. What name did the l i t t l e  boys ca l l  the B r i t i sh  so ld ie r s ?
3. What did Paul Revere do to  earn a l iv ing?
Have pupils  open Lavender Skywriters to  page 222; ask someone 
to  read the t i t l e  and dates aloud and t e l l  anything important  he 
knows about th i s  period in American h is to ry .  Read the in t roductory  
sta tement aloud, making sure the pupils  understand the re ference  to 
the Boston Tea Par ty . Then say,  "Writers of  h is to ry  c a n ' t  possibly  
t e l l  you everything th a t  happened in the pas t ;  they have to  s e l e c t  
points  they think wil l  i n t e r e s t  the reader  and help him understand 
the people,  events ,  and conditions  during a ce r ta in  per iod.  The 
author  of  t h i s  s e l e c t io n ,  Dorothy Canfield Fisher ,  had a deep f e e l ­
ing fo r  the colonial  period and wanted to  share i t  with young 
reade rs ."  On the board w r i te  the dates 1879-1958 and say ,  "The 
author  l ived  during th i s  period and she was born in Kansas. Yet 
once she sa id  t h a t  she had l ived  in Vermont ever s ince  1763. As you 
read her account of events in Boston, perhaps you w i l l  have th a t  
same sense of  being p resen t ."
Say, "As you read the s to ry  look fo r  the answers to the ques­
t ions  on the board." Let a s tuden t  read these o r a l ly .
IV. Discussion and Rereading—Point out the answers to the purpose- 
s e t t i n g  questions .
1. s t r e e t  marching
2. lo b s te r  back
3. made s ilverware
Continue with the manual ques t ions .
1. What was the B r i t i sh  viewpoint about who should pay fo r  the war
aga ins t  the French? ( t h a t  co lon is t s  ought to pay because war
had been ca r r ied  on to  take care of them, not the B r i t i sh )  
According to  the Americans, what was wrong with t h i s  viewpoint? 
(did not account fo r  money Americans had spent fo r  colonial  
troops to help B r i t i s h ;  did not bring out th a t  B r i t i s h  Empire 
had won much land and t h a t  many Englishmen had made for tunes)
2. Find places in the account t h a t  l e t  you know the author  was 
sympathetic with the B r i t i s h  people as well as with the Americans, 
(page 225, l ines  19-23; page 226, l in es  13-16; l i n e  26, page 228, 
through l in e  9, page 229; page 232, l ines  1-6)
3. When the B r i t i sh  Parliament removed the Stamp Act, what assump­
t io n s  did the Americans make? ( t h a t  B r i t i sh  agreed with them
97
t h a t  nobody should pay taxes  he had not voted on; t h a t  danger
of war was over) Were t h e i r  assumptions co r rec t?  (no)
Ask the  pupi ls  to  t e l l  whether they th ink the  author approves 
or disapproves of a government in which the power i s  in the hands 
of a r u le r  r a th e r  than in the hands of the people.  Then have them 
reread the l a s t  paragraph on page 225 and the f i r s t  two l ines  a t  
the top of page 226 fo r  words and phrases t h a t  influence the way 
they feel about ru le r s  a t  t h a t  time in h i s to ry  ( l i t t l e  kings and 
dukes . . . held on t i g h t  to  a l l  the power they could ge t ;  one-man 
job;  idea was bu i ld ing;  r u le r s  s a t  on the l i d  of  the t e a k e t t l e ) .
End the discussion by asking whether anybody knows what Evac­
uation Day i s  and when and where i t  i s  ce leb ra ted .  I f  no one knows, 
t e l l  them t h a t  on March 17, 1776, George Washington won the c i ty  
of Boston back from the B r i t i s h  and to t h i s  day the people of Boston 
s e t  March 17 as ide to c e leb ra te  the evacuation of  the redcoats .
V. Refer to  t e a c h e r ' s  manual fo r  Indiv idual iz ing  In s t ru c t io n .
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"Both Sides Get Their Backs Up"
Plan 21 Nondirected
Page 111 Teacher 's Manual 
Page 222 S tuden t 's  Book 
Date: February 11-15
I .  Refer to  t e a c h e r ' s  manual f o r  Object ives ,  Preparat ion ,  and Develop­
ing Word Perception. Write the following on the board:
History i s  in te re s t in g  because i t  i s  about people.
Although I'm s leepy, I don ' t  want any coffee .
After  i t  ra in s  tomorrow, the grass wil l  tu rn  green.
I have no brothers  or s i s t e r s ;  t h e r e f o r e , I am lonely.
Until people have b e t t e r  sense,  there  ought to  be a law agains t  
smoking.
I I .  Developing Comprehension S k i l l s —
Write "assumption" on the board; l e t  someone pronounce the word 
and t e l l  what i t  means (something taken fo r  granted) .  Say, "A w r i te r
often makes a statement th a t  i s  a conclusion,  and he may not i n d i ­
cate  how he reached i t .  I t  i s  helpful to  a reader  in deciding 
whether to accept  or r e j e c t  the statement to  th ink about the assump­
t ions  the w r i te r  made in reaching his  conclus ion."  Explain t h a t  
the sentences on the board can help the pupils  understand how they 
can id e n t i fy  assumptions t h a t  w r i te rs  make. Continue, "In the f i r s t  
sentence the w r i te r  assumes th a t  anything about people is  i n t e r e s t i n g .  
Now i f  you are f a r  more in te re s te d  in rocks or animals than in people,  
you may disagree with his  conclusion."  Help the pupi ls  recognize the 
assumptions in the second and th i rd  sentences (coffee  will  reduce 
my s leep iness ;  i t  will  ra in  tomorrow).
In working with the fourth sentence,  exp la in ,  "Sometimes you may 
agree with a w r i t e r ' s  statement but d isagree  with his assumption.
In t h i s  sentence I might agree t h a t  the  w r i te r  i s  lonely ,  but I 
might disagree th a t  having no brothers  or  s i s t e r s  is  the reason.
After a l l ,  I know lo ts  of people who have no brothers  or s i s t e r s ,  
and most of them are not lonely ."  Before the pupils work with the 
l a s t  sentence, point  out th a t  often assumptions cannot be id e n t i f i e d  
by reading the sentence but only by th inking;  a lso  point out t h a t  
there  may be several assumptions for  one conclusion. Let the pupils  
suggest assumptions th a t  the w r i te r  of  the sentence made, but make 
sure they recognize t h a t  he apparent ly assumes th a t  smoking i s  harm­
f u l ,  t h a t  a law would keep people from smoking, t h a t  laws proh ib i t ing  
people from harming themselves are d e s i r a b le ,  and th a t  people wil l  
eventually  have b e t t e r  sense than they do now. I f  time permits ,  
l e t  volunteers  give statements based on assumptions and l e t  others  
t ry  to i d en t i fy  the assumptions.
I I I .  Direction--Make no comment except ,  "Please read the s to ry  on page 
222."
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IV. Discussion and Rereading--
1. What was the B r i t i sh  viewpoint about who should pay for  the 
war aga ins t  the French? ( th a t  co lon is t s  ought to  pay because 
war had been car r ied  on to take care of them, not the Br i t i sh)  
According to the Americans, what was wrong with th i s  view­
point? (did not account fo r  money Americans had spent for  
colonia l troops to  help B r i t i s h ;  did not bring out t h a t  B r i t i sh  
Empire had won much land and th a t  many Englishmen had made 
fortunes)
2. Find places in the account that l e t  you know the author was 
sympathetic with the B r i t i sh  people as well as with the Ameri­
cans. (page 225, l in es  19-23; page 226, l ines  13-16; l ine 26,
page 228, through l i n e  9, page 229; page 232, l in e s  1-6).
3. When the B r i t i sh  Parliament removed the Stamp Act,  what assump­
t ions  did the Americans make? ( th a t  B r i t i sh  agreed with them 
t h a t  nobody should pay taxes he had not voted on; th a t  danger 
of war was over) Were t h e i r  assumptions co r rec t?  (no)
Ask the pupils  to  t e l l  whether they th ink the author  approves or 
disapproves of  a government in which the power is  in the hands of 
a ru le r  r a th e r  than in the hands of  the people. Then have them 
reread the l a s t  paragraph on page 225 and the f i r s t  two l ines  a t  
the top of page 226 fo r  words and phrases t h a t  influence the way 
they feel  about ru le r s  a t  t h a t  t ime in h i s to ry  ( l i t t l e  kings and 
dukes . . . held on t i g h t  to  a l l  the power they could ge t ;  one-man 
job; idea was bo i l ing ;  r u le r s  s a t  on the l i d  of the t e a k e t t l e ) .
End the d iscussion by asking whether anybody knows what Evacuation
Day i s  and when and where i t  i s  ce lebrated .  I f  no one knows, t e l l
them th a t  on March 17, 1776, George Washington won the c i ty  of 
Boston back from the B r i t i sh  and to  t h i s  day the people of Boston 
s e t  March 17 as ide to  ce leb ra te  the evacuation of the redcoats .
V. Refer to  t e a c h e r ' s  manual fo r  Indiv idual iz ing  In s t ruc t ion .
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"The Blue-Backed Speller"
Plan 22 Oral Directed
Page 115 Teacher 's  Manual 
Page 234 S tudent 's  Book 
Date: February 11-15
I .  Refer to  teacher ' s  manual fo r  Object ives ,  Preparat ion,  and Develop­
ing Word Perception. Have papers fo r  w r i t ten  evaluat ion of s tuden ts .
I I .  Developing Comprehension S k i l l s —
Find out what assumptions the pupils  have made about how h is to ry  
i s  w r i t t e n .  Questions s im i la r  to the following may be he lp fu l :
How do we know what happened in the past? Who do you suppose f inds  
old records and s tudies  them? When a h is to r ian  writes  about a 
period of time in America, does he t e l l  everything th a t  happened?
Why not? How do you suppose he decides which things to t e l l ?
Explain tha t  h i s to r ia n s  study old records and documents and then 
wri te  explanations and in te rp r e ta t io n s  of them. Ask what kinds of 
old records h is to r ians  might be in te re s te d  in (newspapers, l e t t e r s ,  
minutes of  meetings, purchase o rd e rs ,  e t c . ) .  Point out t h a t  these 
o r ig in a l s  are ca lled primary sources and th a t  reading them is  some­
thing qu i te  d i f f e r e n t  from reading about t h e i r  s ign i f icance .
Say, " I f  you wanted to know something about the Const i tut ion of 
the United S ta te s ,  you might read a h is to ry  book, an encyclopedia 
a r t i c l e ;  or the Const i tut ion i t s e l f .  Which would represent  a p r i ­
mary source? Would a l e t t e r  w r i t ten  by Thomas Jefferson or a book 
about J e f fe r so n 's  l i f e  be a primary source? Would a copy of a 
speech given by John F. Kennedy or a newspaper e d i to r i a l  about the 
speech be a primary source?" Let the pupils suggest other  examples.
Suggest tha t  when a primary source is  av a i lab le ,  i t  i s  a good 
idea to  check i t .  Ask why. Make sure the pupils  understand t h a t  
a reader  of h is to ry  i s  in a b e t t e r  pos i t ion  to  judge the w r i t e r ' s  
explanation and in te rp re ta t io n  i f  he has seen the primary sources 
himself.
I I I .  D irect ion—
Remind the pupils t h a t  the work of the h i s to r ian  is  to study 
records and to point out to us important events and t h e i r  meanings. 
You may wish to mention th a t  one r e s u l t  of such work is  the kind of 
information we read in social s tud ies  books a t  school or in h i s to ry  
books from the l ib ra ry  and th a t  another  i s  the kind of b r i e f  h i s t o r ­
ica l  account found in an encyclopedia. Point out th a t  when the 
pupils  read about h i s to ry ,  they need to remember th a t  they are 
re ly ing  on the opinions of the w r i te r  about what is  important.
Tell  the pupils to open t h e i r  books to page 234. After  reading 
the t i t l e  and the d a te s ,  help them r e l a t e  the period of 1783-1793 
to the end of the Revolutionary War and to  the b i r th  of our na t ion .  
Point out rela ted dates  and f a c t s  the children are fam il ia r  with. 
Then read the introductory statement aloud while the pupils read 
s i l e n t l y .
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Say, "As you read the s to ry  look fo r  the answers to  these 
questions:
1. How much did the Blue-Backed Spe l le r  cost?
2. What i s  the only book t h a t  has had more copies sold?
3. How old was Noah Webster?
IV. Discussion and Rereading--
Point out the  answers to the purpose-se t t ing  questions.
1. 30ÿ (one s h i l l i n g  and twopence)
2. Bible
3. 24
Hand out the w r i t ten  eva lua t ion .  When the  papers are returned to 
the s tuden t ,  they should be discussed.  Then c o l l e c t  them to  give 
to the exper imenter , (answers on page 117 of teacher  s manual)
V. Refer to t e a c h e r ' s  manual fo r  Ind iv idua l iz ing  In s t ru c t io n .
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"The Blue-Backed Speller"
Plan 22 Written Directed
Page 115 Teacher 's  Manual 
Page 234 S tuden t 's  Book 
Date: February 11-15
I .  Refer to  t e a ch e r ' s  manual fo r  Objectives ,  P repara t ion ,  and Develop­
ing Word Perception. Have papers fo r  w r i t ten  evaluation of s tuden ts .
I I .  Developing Comprehension S k i l l s —
Find out what assumptions the pupils  have made about how h is to ry  
i s  w r i t t e n .  Questions s im i la r  to the following may be h e lp fu l :
How do we know what happened in the past? Who do you suppose finds 
old records and s tudies  them? When a h i s to r i a n  wri te s  about a 
period of  time in America, does he t e l l  everything th a t  happened?
Why not? How do you suppose he decides which th ings to  t e l l ?
Explain th a t  h is to r ians  study old records and documents and 
then w r i te  explanations and i n t e rp r e t a t i o n s  of them. Ask what kinds 
of  old records h is to r ians  might be in te re s t e d  in (newspapers,  l e t t e r s ,  
minutes of  meetings, purchase o rders ,  e t c . ) .  Point out t h a t  these 
o r ig in a l s  are cal led  primary sources and t h a t  reading them i s  some­
thing qu i te  d i f f e r e n t  from reading about t h e i r  s ign i f icance .
Say, " I f  you wanted to  know something about the Const i tu t ion  of 
the United S t a t e s ,  you might read a h i s to ry  book, an encyclopedia 
a r t i c l e ,  or  the Consti tution i t s e l f .  Which would represen t  a p r i ­
mary source? Would a l e t t e r  w r i t ten  by Thomas Jefferson  or  a book 
about J e f f e r s o n 's  l i f e  be a primary source? Would a copy of  a 
speech given by John F. Kennedy or a newspaper e d i to r i a l  about the 
speech be a primary source?" Let the pupils  suggest other  examples.
Suggest t h a t  when a primary source is  av a i lab le ,  i t  i s  a good 
idea to  check i t .  Ask why. Make sure the pupils understand th a t  
a reader  of h is to ry  i s  in a b e t t e r  pos i t ion  to  judge the w r i t e r ' s  
explanation and in te rp re ta t io n  i f  he has seen the primary sources 
himself .
I I I .  D irec t ion—
Have the following questions on the chalkboard p r io r  to  giving 
d i r e c t io n :
1. How much did the Blue-Backed S p e l le r  cost?
2. What is  the only book th a t  has had more copies sold?
3. How old was Noah Webster?
Remind the pupils th a t  the work of the h i s to r ian  i s  to  study
records and to point out to us important events and t h e i r  meanings.
You may wish to mention th a t  one r e s u l t  of such work i s  the kind of 
information we read in social s tud ies  books a t  school or in h is to ry  
books from the l ib ra ry  and th a t  another  is  the kind of b r i e f
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h i s to r i c a l  account found in an encyclopedia. Point out tha t  when 
the pupils  read about h i s to ry ,  they need to  remember t h a t  they are 
re lying on the opinions of the w r i te r  about what i s  important.
Tell  the pupils  to open t h e i r  books to  page 234. After read­
ing the t i t l e  and the d a te s ,  help them r e l a t e  the period of 
1783-1793 to  the end of the Revolutionary War and to the b i r th  of 
our nat ion.  Point out r e la ted  dates and f ac t s  the children are 
fam i l ia r  with. Then read the in troductory  statement aloud while 
the pupils  read s i l e n t l y .
Say, "As you read the s to ry  look fo r  the answers to the ques­
t ions  on the board." Let a s tudent  read these o ra l ly .
IV. Discussion and Rereading—
Point out the answers to  the purpose-se t t ing  questions.
1. 30(t (one s h i l l i n g  and twopence)
2. Bible
3. 24
Hand out the w r i t ten  evaluat ion.  When the papers are returned to 
the s tuden t ,  they should be discussed.  Then c o l l e c t  them to give 
to the exper imenter , (answers on page 117 of t e a c h e r ' s  manual)




Page 115 Teacher 's  Manual 
Page 234 Student 's  Book 
Date: February 11-15
I.  Refer to t each e r ' s  manual fo r  Object ives ,  Prepara t ion ,  and Develop­
ing Word Perception. Have papers fo r  wr i t ten  evaluat ion of s tuden ts .
I I .  Developing Comprehension S k i l l s —
Find out what assumptions the pupils  have made about how h is to ry  
i s  w r i t ten .  Questions s im i la r  to the following may be he lpfu l :
How do we know what happened in the past? Who do you suppose f inds  
old records and s tudies  them? When a h i s to r ian  wr i te s  about a 
period of time in America, does he t e l l  everything t h a t  happened?
Why not? How do you suppose he decides which things to  t e l l ?
Explain t h a t  h is to r ian s  study old records and documents and then 
wri te  explanations and in t e rp r e t a t i o n s  of them. Ask what kinds of 
old records h is to r ians  might be in te re s te d  in (newspapers, l e t t e r s ,  
minutes of meetings, purchase orders ,  e t c . ) .  Point out t h a t  these 
o r ig in a l s  are ca l led  primary sources and th a t  reading them i s  some­
thing qu i te  d i f f e r e n t  from reading about t h e i r  s ign i f icance .
Say, " I f  you wanted to know something about the Const i tu t ion of 
the United S ta te s ,  you might read a h is to ry  book, an encyclopedia 
a r t i c l e ,  or the Const i tut ion i t s e l f .  Which would represen t  a p r i ­
mary source? Would a l e t t e r  w r i t ten  by Thomas Je ffe rson  or a book 
about J e f f e r s o n 's  l i f e  be a primary source? Would a copy of a 
speech given by John F. Kennedy or a newspaper e d i t o r i a l  about the 
speech be a primary source?" Let the pupi ls  suggest o ther  examples.
Suggest th a t  when a primary source is  a v a i l a b le ,  i t  i s  a good 
idea to check i t .  Ask why. Make sure the pupi ls  understand th a t  
a reader of h is tory  i s  in a b e t t e r  pos i t ion to judge the w r i t e r ' s  
explanation and in te rp re ta t io n  i f  he has seen the primary sources 
himself.
I I I .  Direction--Make no comment except ,  "Please read the s to ry  on page 
234."
IV. Discussion and Rereading—
Hand out the wr i t ten  evaluation.  When the papers are re turned 
to  the s tudent ,  they should be discussed. Then c o l l e c t  them to 
give to the experimenter, (answers on page 117 of  t e ac h e r ' s  manual)




1. What did Noah Webster do about ge t t ing  a copyright fo r  his book?
2. How did Noah get  his book published?
3. Where was the Spel le r  sold?
4. What evidence do you have th a t  the conversation in t h i s  s to ry  did 
not ac tua l ly  take place? Why did the w r i te r  use conversation in 
her s tory?
5. What did boys and g i r l s  in school l ike  about the Spel ler?
6. What was the e f f e c t  of the S p e l l e r ' s  popular ity?
7. How can you find out whether information other  than the conversa­
t ion  in the s tory is  accurate?
8. Where might you find a copy of the blue-backed Spel le r?
